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ABSTRACT
FROM RESISTANCE TO PERSISTENCE?
AN ALTERNATIVE SELF-DIRECTED READINESS TRAINING PROGRAM
FOR ADULT LITERACY AND ADULT BASIC EDUCATION LEARNERS
FEBRUARY 1996
DON ROBISHAW, B.A., ROGER WILLIAMS COLLEGE
M.A., SCHOOL FOR INTERNATIONAL TRAINING
M.A., UNIVERSITY OF MASSACHUSETTS AMHERST
Ed. D., UNIVERSITY OF MASSACHUSETTS AMHERST
Directed by: Professor Robert Miltz
Many adult literacy and adult basic education learners struggle
with various forms of negative emotions. Self-doubts are often a
result of resistance to earlier schooling experiences and how they
processed those experiences. Adults need to shed emotions that
interfere with progress and develop the self-confidence needed to
persist with academic work. There is a need for a strategy to help
learners become more self-confident, persistent, and self-directed.
The purpose of this study was to develop, pre-test, field-test,
post-test, and refine a training program designed to help students
move closer to self-directed learning. The data was collected through
formative and summative evaluation strategies that revolved around
a series of critical dialogues with learners.
Findings related to the unlearning process revealed movement
by the participants towards several enabling outcomes. These
outcomes included unlearning the “blaming-the-victim” mentality;
working through the shame issue of returning to school as an adult;
resisting the self-fulfilling prophecy that they are incapable of
academic work; giving themselves credit for overcoming barriers;
and moving towards developing a stronger sense of critical
awareness.
This study also found that: 1) learners can benefit from
reflecting on their earlier schooling experiences and surrounding
circumstances; 2) learners want their critical voices heard; and 3)
critical reflection and critical pedagogy are important processes in
helping learners overcome negative emotions and getting at those
voices.
In conducting the evaluation, several problems in the design
were easily rectified, but others were left unsolved. Empowerment
and participatory practices are not easy, and program staff may find
some of the results too critical, difficult to deal with, and unpleasant.
What characteristics make for a good facilitator? Should a
practitioner from the learning center be present during the critical
dialogues?
The participants not only endorsed the program, but had
recommendations for practitioners who might consider paiticipating
in a similar program designed specifically for them.
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INTRODUCTION
This study is concerned with problems that have to do with
negative emotions on the part of adults who attend Adult Literacy
and Adult Basic Education (AL/ABE) programs. Specifically, it is
concerned with some of the self-doubts that many of these learners
bring with them when returning to school. Not dealing with these
emotions may result in them not developing the persistence and self-
directedness needed to achieve academic success, thus also resulting
in adult programs having low retention rates. It focuses on the
development and assessment of an alternative training design
developed to deal with this problem.
Prior to focusing in on the problem, it is important that I briefly
share my position and a little about my own particular biases,
agenda and world view that affected how I approached this study.
Introducing those pieces of my internal frame of reference at the
outset will: 1) serve as a reminder that I do have biases that are
rooted in my experiences and that the best any researcher can do is
to try and be conscious of their internal frame of reference so they
can identify how it interacts with the inquiry, and 2) also make it
easier for the reader to later follow my line of reasoning and to
challenge it, if necessary.
There is a rapidly increasing “dependency relationship”
developing in the United States. This domination constrains the
emergence of individuals--who may also have too many self-doubts
and other negative emotions that also constrain them-who might
otherwise be able to contribute to halting such a process.
Much rhetoric is in the air pertaining to the lack of proper family
values, (Quayle, 1994) and correct virtues, (Bennett, 1994)
suggesting or hinting to the “inferior” sensibilities and sensitivities of
the poor and people of color. Conservative politicians and educators
such as Murray and Herrnstein (1994) are again publicly raising the
theory that most people of color and the poor have less intelligence
than the white and rich--thus again questioning the genetic and
biological inferiority of some groups, while at the same time extolling
the virtues of Western Civilization and the “cognitive elite” or, in
other words, the dominant group (Murray and Herrnstein (1994).
No wonder there is so much oscillating and multiple paradigm
shifting taking place among the highly educated middle class, or
more specifically, the professional/managerial class. Many of the
social problems of today are rooted in social structures and cannot be
solved simply through the development of personal morals and self-
discipline. The causes are complex and the real solutions are difficult
to find and almost impossible to implement. More structural
analysis—conducted by all parties concerned, including adult
students— is necessary in finding solutions to the problems of
bringing about needed changes in this country. The subjects of this
structural analysis include, but are certainly not limited to, education
and class reproduction, professionalism, racism and patriarchy. I
think many of the social problems today are “simply” the “side
effects” of corporate capitalism within an authoritarian republic
structure.
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In trying to respond to a set of original research questions in this
study, as well as questions I asked myself, I have also ended up
disclosing a lot of past history, as well as my own frame of reference
that also affected how I approached this study. These self-disclosures
are interspersed throughout this report beginning in this
Introduction, continuing in Chapter II in the Circumstantial Insight
Grid (CIG) Developmental Model, the Polarized Themes in Chapter III,
the analysis of the Critical Themes that emerged from the
participants’ dialogues in Chapter VI, the Conclusion/Chapter VII,
and in the five published articles located in the Appendix that were
written during the evolution of this training design.
I believe that my own experiences growing up in the inner city
and dropping out of school twice make me a valuable resource in this
study. It is the rare individual who escapes the ghetto. A few
individuals may view the inner city as an incentive to get out, most
do not. Children from the inner cities who remain in school do not
necessarily escape poverty or inner city living because they finished
high school. The same may also be said of children from rural areas.
Those who left school early departed for various reasons. Some
chose another set of values (Quigley, 1987) and began to realize that
there was “nothing” in it for them to stay, or foresaw the effort
needed to change to be too demeaning (MacLeod, 1987) and (Willis,
1977). For them, as well as for me, their sixteenth birthday actually
meant freedom-freedom from schools with such low budgets (Kozol,
1991) that they seemed like jails rather than a place for learning to
occur, so that staying a few more years until graduation did not
make much sense.
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It is the rare individual Adult Literacy/Adult Basic Education
(AL/ABE) student who gets their own “critical” voice heard publicly.
Students in this study have told me that they want their critical
voices to be heard by other students and practitioners. Can the poor
and people from the ghetto and rural areas truly participate in
D emocracy in this country? Will more schooling increase
participation in democracy?
I believe that the only way to halt the dependency relationship
that is developing in this country is through participatory democracy,
and it was John Dewey who said that participation is the point where
democracy and learning meet in the classroom. I believe that
participation in democracy requires a totally different educational
preparation.
Therefore the purpose of this study was to design, implement
and refine a training program to help adults who have a history of
opposition to schooling, to overcome self-doubts, as well as to
discover the new potential for self-directed learning (SDL) strategies
and participatory education practices inherent in some programs. In
order to train for readiness these adult learning programs need to
allow learners ample time to reflect on their past circumstances and
experiences with schooling and surrounding circumstances, to reflect
on schooling as an institution and a series of other related and
important topics.
I designed the program to help students move closer to self-
directed learning, as one leg of a much larger framework. The
readiness process, which is the focus of this study, relates to just the
learners. The full model--AGE (the Alternative Great Equalizer)--
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attempts to later bring students and practitioners together as equals.
The adult learners who participated in the first leg-The Bottoms Up
Program-were guided through an “unlearning” and self-
transformation process.
For many learners a self-transformation process is needed to
make the internal changes in consciousness necessary before making
the attitudinal and behavioral changes that would guide them to
overcome their self-doubts and to move towards developing self-
confidence and becoming self-directed. Not only these learners, but
all learners can benefit from reflecting on past schooling experiences
and circumstances. I think that adult programs need to allow
learners time to reflect on their past circumstances and experiences
with schooling through a critical pedagogy that allows them to take
part in a series of conversations with their peers.
Problem Statement
If adult learners participate in a training program that guides
them through an “unlearning” and self-transformation process, that
intervention will help produce individual changes that will move
them forward and enable them to become more self-directed.
Many of these adult learners resisted schooling as children. Some
resisted the dominant value system and chose another value system
that was more supportive and important. They went through a
consciousness raising or a transformational process to make the
decision to leave (Quigley, 1987). Others were quite willing and
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capable of critiquing the system. Still others saw no advantage to
staying. Some resisted for different reasons and in different ways.
What they had in common, even a rare few who went on to graduate,
was that they had a history of resistance to schooling, not learning.
Many learners need to go through an “unlearning’Vself-
transformation process in order to find adult programs acceptable.
Other students who may not have had the same experiences in school
can still benefit from the wisdom, sagacity and the “critical
awareness” of those with a history of resistance to schooling, by
being participants with these adults in a training for readiness
program. All learners can benefit from moving forward and
becoming more self-directed. After participating in this intervention
process, adult learners will be on the road to becoming self-directed.
Many adults need to learn how to take more responsibility and
control over their learning. Adults in their everyday life experiences
learn many things on their own. They are self motivated to learn. It
is the same in adult education programs. Sometimes it will become
necessary for them to learn on their own in the classroom. Students
need to be self-motivated to learn.
Some programs hinder the process by not allowing students
opportunities to learn on their own, or in groups, or to learn about
the importance of becoming self-directed. Programs and practitioners
need to give up some control in order for their students to be more
able to manage their own learning, thus better enabling them to
engage in adult participatory education practices.
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Purpose of the Study and Implementing Questions
The overall purpose of this study was to develop, pre-test, field-
test, post-test and refine a readiness program that would allow adult
learners the space to reflect upon their past experiences with
schooling, reflect upon the educational system and to participate in a
dialogue with their classmates in an Adult Literacy/Adult Basic
Education (AL/ABE) program. I hypothesized that some learners who
deconstruct internalized oppression by reflecting on their earlier
schooling experiences, on the educational system and other related
topics will gradually make the internal changes in consciousness
needed to overcome self-doubts and will gradually gain the self-
confidence and motivation needed to move them forward to become
more self-directed.
This study also paid close attention to learners with a history of
school resistance. In order to stay with education these adults
needed to accept AL/ABE programs as a viable way of learning.
To fulfill the purpose of this study the following questions were
addressed:
1. What is already known about Adult Literacy/Adult Basic
Education learners with a history of resistance?
2. What was the basis and rationale for the training design and
its relationship to the above findings?
3. What issues arose in the pre-testing of the design?
4. What issues arose in the implementation (field-testing) of
the training program?
5. Did the training design do what it was intended to do? Did
the participants move towards achieving the following
Intended Enabling Outcomes and Unintended Enabling
Outcomes:
A. Unlearning the blaming-the-victim mentality;
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B. Unlearning the shame of returning to school as adults;
C Recognizing and giving oneself credit for overcoming
many barriers to returning to school;
D. Unlearning the self-fulling prophecy that they are
incapable of academic work by developing the self-
confidence needed to feel capable of doing academic
work on their own or in a group, thus being able to
manage their own learning; and
E Moving towards developing a stronger sense of critical
awareness.
Specifically, I believe that some students need help developing
self-motivation for learning and then channeling that motivation into
the persistence needed to become self-directed. After the
participants in the training program begin the critical reflection
process, I believe they will gradually gain the confidence and self-
motivation needed to become more complete self-directed learners.
The participants in the groups under study were allowed the
space to deconstruct their internalized oppression and past
experiences with schooling, to critically reflect upon the educational
system and other related issues, and to participate in a series of
conversations with their cohorts. This readiness program offered the
students opportunities to pursue the knowledge needed to overcome
the above mentioned dispositional barriers located in the Intended
Enabling Outcomes (IEO) that may have interfered with meeting his
or her needs, goals and interests in future programs or educational
projects. After engaging in the program many of the participants
were then better able to make the appropriate attitudinal and
behavioral changes necessary in order to accept learning in programs
as a viable option.
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The original idea of this training program was partially based on
a developmental model or framework developed in an earlier study
based on the author’s own self-reflection, self-transformation
process, as well as on two previous research projects conducted with
adult learners (Robishaw, 1993b) and a review of the related
literature (Robishaw, 1993a). That particular self-reflection project
looked at a developmental attitude and behavioral change process
and offered a conceptual framework from which some adult learners
could benefit.
This intervention process assisted adults who struggled with
their earlier schooling experiences to make the necessary attitudinal
and behavioral changes. This process also offered possible solutions
to overcoming psychologically and emotionally ingrained
dispositional barriers.
The actual experiencing of the process itself by the participants
from two different AL/ABE programs is captured through two sets of
critical dialogues. Each case study represents about 12-14 hours of
taped group discussions.
Significance of the Study
During the past several years there have been a few studies
(Quigley, 1993, and Bedder, 1990) that report how many adults,
when asked the right questions, indicate that their earlier schooling
experiences and their respective teachers were the main reasons for
dropping out and or for their current lack of interest in AL/ABE
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programs. The Bottoms Up intervention is a procedure designed to
help adult learners to continue to overcome some of these
dispositional barriers, as well as to better prepare them to become
self-directed learners.
It is extremely important for adult learners to have
opportunities to reflect on their life circumstances. Reflection acts as
the “table setter” for all other interventions intended to change
attitudes and behaviors. The “unlearning” or liberation process starts
from self-reflection. The “unlearning” process does not necessarily
start from walking into a class and setting goals and then sitting
down to a book and having professional AL/ABE practitioners
expecting their students to proceed through classes as they
themselves may have proceeded and succeeded through school and
life.
There is an important connection and an interesting parallel
between the intervention under study and other alternative
processes that many practitioners are developing and using that help
adults to manage their own learning. This particular intervention
may be the missing link that brings all the other mosaic pieces into
focus. It links the students to these other alternative strategies used
in learner-grounded programs by helping them develop self-
confidence and the persistence needed to benefit from using these
tools to their full advantage. There is a lot of potential for these
newly designed alternative tools, instruments and methods
( Adventures in Assessment . Vol. 1-7, 1992-95) that can assist the
learners in managing their own learning and assist adult educators
and learners in designing and evaluating a truly learner-centered
and participatory curriculum.
Dispositional barriers may be the biggest barriers that some
adults who were forced to attend primary and secondary schools in
this country have had to overcome. Many adults need to shed the
baggage of blaming themselves and being ashamed, and recognize
that they are adults now and can move on to become lifelong
learners. The formal education system ingrained a stigma upon many
adult learners when they were children and until many of them
realize that they were the victims of an unfair educational system,
they may always have these barriers to overcome.
Design and Methodology
Each component of the Bottoms Up program balanced a range of
skills, knowledge, attitudes and behaviors that met some of the
internal and external needs of the participants. The seven units
which made up the course were:
1. Introduction: Solidarity and Self-Directed Learning.
2. Awareness: Do schools offer equal opportunity for all?
3. Understanding: Resistance and persistence in schools.
4. Decision: Resistance and persistence in Adult Literacy/Adult
Basic Education.
5. Learning: Persistence and managing your own learning.
6. Action: Managing your own learning and John Doe’s five
stages of development.
7. Closure: Synthesis and evaluation.
The purpose of the first component was to set the stage--set the
ideal conditions for discourse--and to help develop solidarity
between the facilitator and the learners, as well as among the
learners. Participants were then guided through the next five
components—one component for each of the five stages within the
Circumstantial Insight Grid (CIG) Developmental Model. The final
piece was the synthesis and evaluation component.
Overview of the Dissertation
Prior to presenting an overview of the dissertation chapter by
chapter, I think it will be helpful if I spell out several of the key
acronyms used throughout the text.
AL/ABE
AGE
BU
CIE
CIG
COMP.
ESL
GED
IEO
SDL
SDR
UEO
Adult Literacy/Adult Basic Education
Alternative Great Equalizer
Bottoms Up
Center for International Education (University of
Massachusetts)
Circumstantial Insight Grid
Component
English as a Second Language
General Equivalency Diploma
Intended Enabling Outcomes
Self-Directed Learner/s/ing
Self-Directed Readiness
Unintended Enabling Outcomes
Chapter I, “What is Known about Adult Literacy/Adult Basic
Education (AL/ABE) Learners with a History of Resistance,” takes the
reader into an in-depth look at the literature in the field on
resistance theory and other related theories.
Chapter II, “The Basis and Rationale for the Training Design,”
continues reviewing the literature as well as the three studies I
conducted in the early 1990s. The literature, relevant research, my
previous studies and some of my own life and work experiences
serve to form the basis and the rationale for the development of this
intervention process.
Chapter III, “The Training Design and Evaluation Methodology,”
describes this intervention and its unique developmental process as
well as offers a description of the formative and summative
evaluation, data collection and data analysis processes. It describes a
three-tiered procedure used in conducting the final analysis.
Chapters IV, “The Evolution of a Training Design,” presents some
of the critical dialogue and supporting evidence that took place
during the implementation of the training program, formative and
summative evaluation results, and the analysis and findings that
relates to fine-tuning the design.
Chapter V, “The Participants’ Experiences in the Bottoms Up
Program,” presents some of the critical dialogues that relate to the
participants’ experiences during two trial runs. How did what they
learn relate to the Intended Enabling Outcomes (IEO), one
Unintended Enabling Outcome (UEO), assumptions made in the
Circumstantial Insight Grid (CIG) developmental model, and the
topics for discussion in each component of the training design?
Chapter VI, “Critical Themes that Emerged from The Bottoms Up
Program,” presents some of the critical dialogues that relate to
several important themes that emerged from both field-tests. This
chapter analyzes some of the participants’ responses that relate to
their earlier school experiences and why they dropped out of school.
These experiences include being labeled, not being respected, and not
being supported by teachers and school staff. I also include some
critical incidents from my own life experiences in support of what
the participants had to say.
Chapter VII, "Discussion, Recommendation and Conclusion,” ends
this report with a brief summary of what I think is most significant
and deserves special emphasis, and with the critical insights I
discovered in conducting the analysis, related to:
1.
) the evolution of the design;
2.
) the participants’ experiences; and
3.
) the emergent critical themes.
Any unanswered questions are left as possible areas for future
research.
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CHAPTER I
WHAT IS KNOWN ABOUT ADULT LITERACY/ADULT BASIC
EDUCATION LEARNERS WITH A HISTORY OF RESISTANCE
In reviewing the historical and research literature the first
important category I look at falls under a theory of how capitalism
reproduces itself through its institutions—specifically schools. In the
second category, I examine how some students oppose this process
by resisting formal schooling. Next I examine these theories and their
relationship to learners in Adult Literacy/Adult Basic Education
(AL/ABE) programs.
Marx stated that “every social process of production is, at the
same time, a process of reproduction .
.
(Aronowitz & Giroux, 1985,
p. 69). He was also saying that wage-laborers and capitalists were
continuously being reproduced.
But what does it take to maintain the domination that capitalists
have over the wage-laborers? “Domination is dependent only on the
capacity and drive to maintain and extend the apparatus as a whole”
(Habermas, 1989, p. 238). Many liberals hold the view that schools
offer an equal opportunity for everyone. But according to some
radical thinkers such as Fine (1992), Aronowitz (1985), Apple
(1982), Giroux (1981), Bowles and Gintis (1976), and Gramsci (1971),
the purpose of schools is to reproduce the capitalist economic system,
the cultural system and to maintain state hegemony and the status
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quo.
According to reproduction theorists, schools do create, recreate
and maintain class structures. They are also intended to supply
society with workers with the appropriate skills needed to maintain
the system and the status quo.
There are two problems with this view today. First there are
fluctuations in the labor force that make it difficult to predict needs.
The second problem is that some students have always opposed this
system and its assumptions.
What about some of those who dropped out--did they in fact
have a certain sense of critical awareness and the critical thinking
skills to challenge and question the system? Are students mere
objects that can be molded by the processes of production and
reproduction? What do other theorists have to say to counter
reproduction theorists? What do the proponents of liberation and
emancipation theories have to say? “Critical theory’s interest in the
liberation of mankind is at one with philosophy in maintaining that
man can be more than a manipulate subject in the production
process of a class society” (Marcuse, 1989, p. 70). Marcuse also
discusses how the forces of transformation are brought about
through play and creative imagination, as was the case in the
development and implementation of the Bottoms Up Program.
Other theorists such as Fine (1991), McLaren (1986), Aronowitz
(1985), Willis (1977), Apple (1982), and Giroux (1981), argue that
some children do not willingly accept their lot as designated by the
system. Some rebel and oppose the dominant culture, both actively
and passively. Others “buy into” the system, yet their critical
awareness and critical thinking skills are silenced. This non-
acceptance of the system’s agenda leads later to a discussion about
resistance theory, in which students do not passively accept their lot.
Unfortunately, the way students often resist actually contributes
to their own domination and eventually to their downfall (Willis,
1977). This raises the question: Do they end up powerless as they
enter labor-intensive work positions that depend mostly on manual
skills and non-complex tasks?
Many of these individuals attempt the General Equivalency
Diploma (GED) tests, public and private vocational training programs
and an array of other types of training or instruction. After several
years removed from formal schools and more school failures, they
begin to lose the degree of critical awareness they once had and
settle into a disempowered mode of thinking.
Is there a link between AL/ABE and reproduction and resistance
theory? Do those in positions of power see these programs as a
continuation of the need to reproduce capitalism by upgrading the
skills of some labor-intensive workers that might include a little
more complexity? Do policymakers “buy into” the human capital
theory and view learners from a “deficit perspective”? How does
their approach direct literacy and adult basic education policy and
funding?
These questions and several more are discussed in the following
review of the literature on reproduction and resistance theories and
other theories related to the rationale for and the development of the
Bottoms Up Program. I begin the discussion by first looking at
reproduction theory.
Reproduction Theory
To begin an analysis of Reproduction Theory we need only
examine three little words: schools produce workers. Is formal
education designed specifically to meet the needs of the dominant
economic ideology? The Reproduction Theory states that the
appropriate values, knowledge and skills that enable the system to
reproduce itself are passed on through schooling. Two of the major
contemporary contributors to Economic Reproduction Theory are
Samuel Bowles and Herbert Gintis (1976). Much of their work is
based on earlier historical contributions to Reproduction Theory
made by Karl Marx and Louis Althusser.
Broadly speaking Althusser attempts to tackle the difficult
question of how a labor force can be constituted to fulfill the
important materials and ideological functions necessary for
reproducing the capitalistic mode of production. For Althusser
(1971) this involves not only training workers with the skills
and competencies necessary for working within the process of
production but also ensuring that workers embody those
attitudes, values, and norms that provide the required discipline
and respect essential for the maintenance of the existing
relations of production. Like Gramsci (1971), Althusser believes
that the maintenance and power depends upon the use of both
force and ideology. Thus for Althusser the reproduction of the
“conditions of the conditions of production” (p. 127) rests upon
three interrelated moments in the process of production, capital
accumulation, and reproduction of social formations
characteristic of industrialized societies. These are: the
production of values that support the relations of production; the
use of force and ideology to support the dominant classes in all
important spheres of control; and the production of knowledge
and skills relevant to specific forms of work. (Giroux, 1981, p. 4)
To begin, we look at three models of Reproduction: The Economic,
Cultural and Hegemonic State Reproductive models.
Economic Reproduction Theory
The reproduction of society takes place in several forums, but
according to major theorists, the place that is the most influential in
reproducing the economic system, through its liberal notion of equal
education for all, is the school.
Education is seen as an important social and political force in the
process of class reproduction. For appearing to be an impartial
and neutral “transmitter” of the benefits of a valued culture,
schools are able to promote inequality in the name of fairness
and objectivity. (Giroux, 1981, p. 8)
University of Massachusetts’ professors Bowles and Gintis agree. “We
conclude that the United States educational system is highly unequal,
the chances of attaining much or little schooling being substantially
dependent on one’s race, and parents’ economic level” (Bowles &
Gintis, 1976, p.35). So for Samuel Bowles and Herbert Gintis, public
education is not a “window of opportunity,” as many liberal theorists
would like to have us believe, but actually serves more like a “mirror
of society”— that only reflects the dominant image (ideology).
Another well known contributor to both Reproduction and
Resistance theories is Paul Willis, who is perhaps best known for his
study of British “lads” who resisted the dominant ideology. Willis
wrote on the relationship of Reproduction Theory and class
inequalities:
. . . there are clear class inequalities in educational outcomes
even, or perhaps especially, where schooling promises the
opposite--namely equality and humanistic self-advance. The real
social relations of dominance is achieved under the rubric of an
ideal social relation. This offers fertile ground for the
reproductive interest. (Willis, 1981, p. 51)
Average Americans rarely question the economic structure, for it is
only through rigorous questioning that one sees the irrationality
which theorists expose.
This particular version of Reproduction Theory and its
relationship to schooling focuses on socioeconomic status. For it is
specifically educational policy which guides the curriculum and
“hidden curriculum” for the purpose of reproducing a balanced labor
force. It is the “hidden” purpose in the curriculum to maintain the
status quo by limiting access to specific knowledge and skills--higher
cognitive skills.
The range of effective educational policy in the United States is
severely limited by the role of schooling in the production of an
adequate labor force in a hierarchically controlled and class
stratified production system. Capitalism, not technology or
human nature is the limiting factor. (Bowles & Gintis, 1976, p.
20 )
As Bowles and Gintis point out, many individuals who were the
“products” of the educational system end up blaming themselves for
their lack of success-a result of their not trying hard enough. In
reality, they were not the limiting factor at all. This results in an
attitude of blaming-the-victim, which is destructive. For there is only
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room for a very few to move up and these few usually displace
someone like themselves. This domesticates individuals and creates a
false consciousness (Paulo Freire, 1989) among those who don’t
succeed. Are there real opportunities for everyone who just tries?
Who then really benefits from the educational system in this
country? Not the bottom one-third. If it’s not designed for the
children of poverty, then is it only designed for the children of the
elite? It may also have been designed for the highly educated middle
class, so as to create and perpetuate a false promise that schooling is
the way to get ahead and a resulting false consciousness of equal
opportunity through education for the rest of society. Many people
believed that there was equal opportunity for all, despite not being
the beneficiary of their own beliefs.
The power elite uses this unquestioning mind-set for its own
benefit, educating their own children for higher prestige jobs. The
middle class serves the power elite of the United States by
perpetuating the educational system, which is advantageous to the
elites by stratifying society and thus leaving the mostly boring
uninteresting jobs of society to the bottom rung of this country.
The power elite is composed of men whose positions enable
them to transcend the ordinary environments of ordinary men
and women; they are in positions to make decisions having
major consequences. Whether they do or do not make such
decisions is less important than the fact that they do occupy such
pivotal positions: their failures to act, their failure to make
decisions, is itself an act that is often of greater consequence
than the decisions they do make. For they are in command of the
major hierarchies and organizations of modern society. . . . (Mills,
1959, pp. 3-4)
Historically it can be shown that roughly one fifth to one half of all
Americans were ‘locked out” of chances of having interesting career
opportunities by an unfair schooling system. “Several decades of
sociological research have revealed that the social class into which
one is born has a major influence on where one will end up.”
(Macleod, 1987, p. 3)
Society has traditionally needed large numbers of citizens to
perform this boring, repetitive, labor-intensive work in order to
maintain the status quo. According to some social critics schooling
has been structured to dissuade a certain part of the populous from
becoming motivated and from developing the resolution needed to
take part fully in all that this society has to offer. Once “locked out,”
they also became “servants” of the power elite.
How conscious is the power elite’s effort to maintain the status
quo via education? Has there really been a conscious effort on the
part of the power structure to maintain the status quo? Professor
Bowles and Gintis think so. “Locking people out” is an example of a
concerted effort by policy makers to maintain a large marginalized
population. Keeping a large part of the population “dumb,” makes
them more manageable. Policymakers do not want to alter the
balance of power. The middle class serves as the buffer zone.
Unfortunately many working-class and poor people also have
“bought into” the system through the creation of a false
consciousness (America is good--if we don’t do better it is our own
fault or choice.) “While false consciousness is an admittedly
problematic phenomenon, for many reasons illuminated by Gramsci’s
theories of hegemony, most people to some extent identify with
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and/or accept ideologies which do not serve their best interests”
(Lather, 1991, p.68). The power elite of this country needs those who
“buy into” the system to keep things going to their own advantage.
According to Bowles and Gintis the educational system has a
hidden agenda, a contrived plot to keep the American populous
stratified. Therefore we would expect that through this hidden
curriculum, schools guide students into accepting their place in
society.
They create and reinforce patterns of social class, racial and
sexual identification among students which allow them to relate
properly to their eventual standing in the hierarchy of
authority and status in the production process. Schools foster
types of personal development compatible with the relationship
of dominance and subordinance in the economic sphere, and
finally, schools create surpluses of skilled labor sufficiently
extensive to render effective the primary weapon of the
employer in disciplining labor— the power to hire and fire.
(Bowles & Gintis, 1976, p. 11)
By having a reserve army of unskilled and semi-skilled workers
available, the system is able to keep workers docile, wages low and
those within a particular stratification level are allowed to compete
against each other for a few positions, thus leaving them powerless
to organize for the sake of liberation and their own empowerment. So
is schooling best understood as an institution designed to reproduce
society? “It is best understood as an institution which serves to
perpetuate the social relationship of economic life through which
these patterns are set, by facilitating a smooth integration of youth
into the labor force” (Bowles & Gintis, 1976, p. 11). Bowles and
Gintis’s argument would be strengthened if they looked at more than
»
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just the economic picture. Further evidence relevant to the question
reveals that cultural aspects of reproduction enhance what Bowles
and Gintis have to say. For it is not only the working-class students’
deficiency of human capital (job skills) that disadvantages them, but
also what they lack in the area of “cultural capital.’’ In summary, it is
the development of dominant cultural capital by children of the
higher classes that disadvantages working-class kids in a capitalist
society--not a deficiency.
Cultural Reproduction
The main protagonist, when it comes to a theory of cultural
reproduction is Pierre Bourdieu. He differs with the economic
reproductionists, in that he does not believe that schools only reflect
the dominant economic ideology.
Instead he claims that schools are relatively autonomous
institutions that are influenced only indirectly by more powerful
economic and political institutions. Rather than being linked
directly to the power of an economic elite, schools are seen as
part of a larger universe of symbolic institutions that do not
overtly impose docility and oppression, but reproduce existing
power relations more subtly through the production and
distribution of a dominant culture that tacitly confirms what it
means to be educated. (Aronowitz & Giroux, 1985, p. 80)
Schools are necessary in order to perpetuate domination. “. . . it
is clear that all the strategies of domination would be nothing
without the structures which render them possible and effective. . .”
(Bourdieu, 1984, p. 88). Domination goes beyond mere strategies. The
structures themselves perpetuate the system rather than mere
mortals. Yet, on the other hand, it also takes an effort on the part of
those individuals whose function it is to maintain the status quo
through their actions within the structures. To complete Bourdieu’s
above sentence ... it is no less evident that the powers conferred by
mastery of the strategic positions which give control over the
progress of the competitors will only have an effective impact on the
new entrants” (Bourdieu, 1984, p. 88). The policymakers, admin-
istrators and educators all have a role to play in perpetuating the
status quo through their actions and inactions similarly but to a
lesser degree as the power elite so elegantly described by C.W. Mills.
Schooling makes a major contribution to class reproduction.
Schools play a particularly important role in both legitimizing
and reproducing the dominant culture; for schools, especially at
the level of higher education, embody class interests and
ideologies that capitalize upon a kind of familiarity and set of
skills that only specific students have received through their
family backgrounds and class relations. Consequently, those
students whose families have only a tenuous connection to forms
of cultural capital that are highly valued by the dominant society
are at a decided disadvantage. Bourdieu (1977c) sums up the
process well when he argues that the educational system offers
information and training which can be received and acquired
only by subjects endowed with the system of predispositions
that is the condition for success of the transmission and of the
inculcation of the culture. By doing away with giving explicitly to
everyone alike that they have what they do not give. This
consists mainly of linguistic and cultural competence and that
relationship of familiarity with culture which can only be
produced by family upbringing when it transmits the dominant
culture. (Giroux, 1976, p. 9)
The linguistic and cultural competency that Bourdieu refers to is
explained within the term “cultural capital.” Schools attempt to
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remain distant from the economy. Bourdieu says they are trying to
hide the fact that they are “legitimating and reproducing dominant
cultural capital.” (Quigley, 1987, p. 95)
But Bourdieu further analyzes how the mechanisms of cultural
reproduction function within schools.
He argues that the culture transmitted by the school is related to
the various cultures that make up the wider society in that it
confirms the culture of the ruling classes while simultaneously
disconfirming the cultures of other groups. This becomes more
understandable through the analysis of the notion of cultural
capital-the different sets of linguistic and cultural competencies
that the individual inherits by the way of class located
boundaries of their family. A child inherits from his or her
family those sets of meanings, qualities of style, modes of
thinking, and types of dispositions that are assigned certain
social values and status in according with what the dominant
class(es) label as the most valued cultural capital. Schools play a
particularly important role in legitimating and reproducing
dominant cultural capital. They tend to legitimize certain forms
of knowledge, ways of speaking, and ways of relating to the
world that capitalize on the type of familiarity and skills that
only certain students have received from their family
background and class relations. Students whose families have
only a tenuous connection to the dominate cultural capital are at
a decided disadvantage. Bourdieu sums up this process:
The culture of the elite is so near that of the school that children
from the lower middle class (and a fortiori from the agricultural
and industrial working classes) can acquire only with great
effort something which is given to the children of the cultivated
classes--style, taste, wit--in short, those aptitudes which seem
natural in members of the cultivated classes and naturally
expected of them precisely because (in the ethnological sense)
they are the culture of that class. (Giroux, 1983, p. 268)
Education is important in the process of class reproduction.
Schools use terms like education for all, yet it is the rare individual
who does well in school without access to the dominant cultural
26
norms early on in life. In sum, schools continue to promote inequality
despite proclamations to the opposite. For, in fact it is the working-
class child s lack of inheritance of cultural capital that puts him or
her at such a great disadvantage and the schools play an important
role in reproducing the needed cultural capital in certain individuals,
yet not in others.
Working-class students are “cooled out” [locked out] not because
they are working-class but because they do not have the
“objective” skills and language necessary for success. Real capital
has become cultural capital; lack of capital (the possession of
only labour power) becomes lack of cultural capital. Where
production relations show the social exclusion, inequality, and
heritability of real capital, education guarantees the apparent
equivalence, independence, and free-born equality of symbolic
capital. Education mystifies itself, as well as others, in concealing
its own basis in, and its reproduction of, the power relationships
in society. His majesty the Economy is willing to stand quite
aside so long as education performs this service. (Willis, 1981,
P- 54)
What is schooling about if it is not about equality? “Working-class
kids are supposed to fail. Education was not about equality but about
inequality . . . ensuring underdevelopment” (Willis, 1981, p. 204).
Children of the elite and the highly educated middle class are
rewarded for their proficiency in using the dominant cultural capital
which reinforces class differences.
Hegemonic State Reproductive Model
Hegemony, a third dimension of reproduction, is a political
model. This model best leads us into resistance theory because it
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must continuously fight even within its own ranks, among its own
cohorts, as well as the dominated, to be maintained. Counter-
hegemony is the precursor to resistance theory. This would indicate
that there is opposition to the state reproductive model, whereas in
the other two models little mention was made of opposition to
economic and cultural reproduction. But before moving on we need
to define hegemony.
Though there exists no fully developed theory of hegemony, the
starting point for studying the concept has to begin with the work of
Gramsci (1971). For Gramsci, neither political force nor the logic of
capitalist development provides the theoretical basis for
understanding or changing the nature of a capitalist society. Gramsci
believes that a more suitable approach would have to take the notion
of consciousness more seriously--that is, the assumption that human
beings become political actors as they move through and create the
“terrain on which men move and acquire consciousness of their
position, and struggle” (p. 377). It is this link between struggle,
domination, and liberation, on the one side, and Gramsci’s view of the
power of consciousness and ideology, on the other, that establishes
the problematic for understanding his notion of hegemony (Giroux,
1981, p. 17).
Gramsci indicates that the two polarities to hegemony are
domination on the extreme end and liberation on the other. The
struggle between the two occurs on a consciousness level over a
foundation of ideology. The elitist ideology uses its power to maintain
its dominance while the dominated, through their own power and
drive, attempt to be liberated.
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Hegemony must constantly be reinforced to be maintained. Even
within the ranks of the dominant class, there are small amounts of
struggle and resistance. An example is the two party system in this
country. Politicians struggle over issues, but never over structural or
ideological differences.
Hegemony, as used by Gramsci, appears to have two meanings.
First, it refers to a process within civil society whereby a
fundamental class exercises control through its moral and intellectual
leadership over allied classes. In this perspective, an alliance is
formed among ruling groups as a result of the power and “ability of
one class to articulate the interest of other social groups to its own”
(Mouffe, 1979, pp. 82-183). Gramsci emphasizes that the intellectual
and moral leadership exercised by the dominant class does not
consist of the imposition of its own ideology upon allied groups;
instead it represents a pedagogic and politically transformative
process whereby the dominant class articulates a hegemonic
principle that brings together common elements drawn from the
world view and interests of allied groups.
His second use of the term takes on a more dynamic character,
for here hegemony points to the relationship between the dominant
and dominated classes. More explicitly, hegemony involves the
successful attempt of a dominant class to utilize its control over the
resources of state and civil society, particularly the mass media and
the educational system, to establish its view of the world as all-
inclusive and universal (Giroux, 1981, p. 1 17). Hegemony in the
schools must be constantly reinforced in order to legitimize itself.
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In schools as in other institutions, the production of hegemonic
ideologies hides behind a number of legitimizing forms. These
forms include: the claim by the dominant classes that their
interest represents the entire interests of the community; the
claim that conflict is viewed as non-political and the
presentation of specific forms of consciousness, beliefs, attitudes,
values, and practices as natural, universal, or even eternal.
(Giroux, 1981, p. 17)
Many students oppose dominant hegemonic ideologies. In fact,
the individual consciousness of the overwhelming majority of
children reflects social and cultural relations which are different
from and antagonistic to those which are represented in the school
. . .
“ (Gramsci, 1971, p. 35).
Attempts at hegemony by the state in the schools leaves open
opportunities for counter-hegemonic activities.
The duality of power and control represents a crucial concept for
viewing such sites as schools as instances of both hegemonic and
counter-hegemonic struggles. Gramsci’s notion that hegemony
represents a pedagogical relationship through which the
legitimacy of meaning and practice is fought over makes it
imperative that a theory of radical pedagogy takes as its central
task an analysis of both how hegemony functions in schools and
how various forms of resistance and opposition either challenge
or help to sustain it. Hegemony and ideology represents
important concepts in educational theory and practice because
they expose the political nature of schooling and point to
possibilities for developing alternative modes of pedagogy.
(Giroux, 1981, p. 1 8)
There is resistance to formal schooling and there is also
resistance to AL/ABE programs.
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Resistance Theory
Traditional Formal Schooling
Resistance theorists argue that schools may attempt to reproduce
workers; however, they disagree with the doomsday reproduction-
ists. They theorize that schooling and reproduction are opposed by
many who are forced to take part in the U.S. educational system.
Growing disenchantment with reproduction theory is, in part, a
reaction to the overemphasis of alleged structural factors which
deterministically advance and protect economic, cultural and
political institutions. There has been as Giroux states, “an
underemphasis on how human agency accommodates, mediates
and resists the logic of capital and its dominating social
practices” (p. 282). Resistance theory and Gramsci’s theory of
counter-hegemony invert the top-down paradigm of domination
theory which the reproductionists advocate. . . Clearly his work
of 40 years ago sets the ground work for today’s resistance
theory .... (Quigley, 1987, p. 107-108)
Many lower-middle class and working-class children and
children of poverty rebel against the domination of the authoritarian
classrooms. They rebel because they wish not to conform to values
that are not theirs.
Of course, conflict and resistance take place within asymmetrical
relations of power which always favor the dominant classes, but
the essential point is that there are complex and creative fields
of resistance through which class, race and gender-mediated
practices often refuse, reject, and dismiss the central messages of
school. (Giroux, 83, p. 260)
It is not learning that they oppose, it is schooling and the
dominant culture’s attempt to instill values and economic and social
relationships that they are neither ready to believe nor accept. "Some
students are able to see through the lies and promises of the
dominant school ideology
.
. .
“ (Giroux, 83, p. 288). General markers
can extend on a continuum from extreme forms of rebelliousness to
silent opposition. However you look at it, many children either
overtly or covertly contest the dominant schooling system.
Adult Literacy/Adult Basic Education
Many of those who were victims of the social reproductive
process in school systems as youths could benefit from AL/ABE
classes. How do their past experiences as children affect attrition
rates of ABE and literacy classes? For those who did contest
schooling, schools were not good experiences. Many did not gain
enough job skills. They worked as manual laborers or a few as petty
criminals.
As adults lacking job skills, some attempt to return to programs
that remind them too much of their own earlier schooling
experiences. Those “reluctant” learners (Quigley, 1992) that attempt
to return to school, drop out early. They attempt to study in GED
classes, Job Corps and proprietary schools (expensive private
vocational schools). Those who return to classes that remind them of
their formal schooling experiences drop out again. An even larger
number never show up at all.
Do most AL/ABE programs have the same or similar agenda as
formal education? Resisters are very intelligent and perceptive. If
the AL/ABE agenda and approach are the same as formal schooling,
these learners usually end up not showing up at all or, in the case of
a few who might, leave no matter how desperate they have become.
For surely many are desperate or they would not attempt to return
to programs that espouse the same value system they previously
discarded. Thus what should be the real purpose of adult literacy and
ABE programs? Can the purpose possibly be to promote social change
in a fashion suggested by Paulo Freire (1989) and others or is it
simply to transfer skills? Will the transfer of skills be enough to keep
former resisters and “reluctant” learners in programs? Hal Bedder,
associate professor of adult education at Rutgers University, and well
known for his research on nonparticipation in AL/ABE programs,
does not offer much optimism for the social change theorists.
. . . the purpose is to instill needed skills and competencies.
Learners are viewed as incomplete objects to which needed
skills must be added for full and adequate functioning. The
practical result is a much greater emphasis on adult training,
beginning with an assessment and corresponding objectification
of needs, which are broken down into instructional objectives
which guide the mechanistic application of teaching methods for
measurable learning gains. The ultimate goal is increased skill
performance and hence, increased economic productivity.
(Bedder, 1987, p. 112)
The bottom line is that AL/ABE learners are trained for low-paying,
low-skilled jobs. As for the government’s interest in non-
participation, their bottom line is to fill the classrooms and to
“domesticate” more adults for the purpose of feeding the factories,
and McDonald’s, and creating more consumers.
My interest in this section concerns itself much more with
resisters and the transformation process that led up to dropping out.
My interests also include the development of a transformation
process that hopefully leads to the development of a more content
human being and in individuals who can later contribute to social
change.
Whatever happened to the human element in education? What
about the development of a more content human being, and one with
a more critical understanding of today’s world?
The humanistic concept of the adult learner prevalent in the
works of Knowles (1970) and others is being replaced with the
objectified notion of the adult learner as consumer. According to
this way of thinking, the goal of program development is to
establish the conditions whereby the consumer, a collection of
traits and preferences rather than a person, is willing to
exchange valued resources for the adult educator’s “product.”
What learners learn and whether learning has any value is
relatively unimportant as long as “consumption” remains high.
(Bedder, 1987, p. 112)
Although the author of this study is not so concerned with the
non-participator there is still much in the work of Bedder that is
transferable to this particular project. For according to him, the
AL/ABE system is interested in perpetuating capitalism through
reproduction programs, in a similar manner as the formal education
system, with the addition of the reproduction of the consumer
mentality, an area which is being focused on currently. Jobs are
related to consumerism. AL/ABE programs continue to supply the
United States with low level workers by not only teaching manual
job skills, but by integrating learners into the system as consumers.
The AL/ABE student who has already been domesticated is now
thought of as a contributor to an expanding market system. Many of
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those who have not been domesticated do not make as many
“contributions” as those who have been domesticated. They do not
make themselves available for AL/ABE classes and the system is not
seriously interested in them unless shrinking markets dictate the
need for more low level wage workers.
The capitalist market system must always expand. “The need of
a constantly expanding market for its products chases the
bourgeoisie over the whole surface of the globe. It must nestle
everywhere, settle everywhere, establish connections everywhere”
(Marx, & Engles, 1992, p. 21). Capitalism not only seeks out new
markets, but also “goes after” those existing markets, attempting to
get workers to contribute more by making more of a contribution.
The health of the system is gauged in terms of national wealth as
embodied in the Gross National Product, and social equality is
assessed in terms of economic opportunity-the potential of
members of the underclass to amass income. Hence the political
and social systems become directed toward and assessed by
their ability to enhance economic productivity, and economic
productivity under the rationale of human capital theory
becomes the predominant rationale for all publicly funded social
interventions including adult education. (Bedder, 87, p. 107)
Nationally funded AL/ABE programs have mandates that guide them
to view and treat adult learners as human capital, regardless of the
system’s attempt to silence them and adult learners previous
resistance and inability to conform to the system. To continue to
promote the human capital theory in light of the above is a blatant
example of the inappropriateness of the human capital theory in
education.
In general human capital theory claims that schools are critical
agencies for industrial growth and for mobility. Schools will
maximize the distribution of technical and administrative
knowledge among the population. As students learn this
knowledge they can invest their acquired skills and expertise
and will climb the ladder to better occupations. (Apple, 1982 d
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Promoting education as opportunity for all and emphasizing the
dominant cultural value system in ABE classes is not going to fool
anyone. Social reproduction approaches are inappropriate.
These adults who were disadvantaged because of their lack of
dominant cultural capital as children and who did not amass enough
skills for them to find work outside of labor intensive fields ended
up rejecting the dominant culture’s value system and are unlikely to
participate in the system now as adults.
What is not taken into consideration by AL/ABE policymakers
and human capital theorists is the awareness that these adults
possess. Many have understood that they were lacking in the
dominant cultural capital needed to amass enough human capital to
climb the so called “ladder to better job opportunities.’’ They opposed
the values of the dominant culture once for a different value system
that was much more important to them and withstood the dominant
culture’s attempts to silence them.
Can an AL/ABE program be implemented that is value free or
begins with the learners’ current value system or are the dominant
cultural values still espoused in AL/ABE programs?
Human capital theory has become the dominant rationale for all
public subsidies of adult education including adult literacy, job
training programs and, to a large extent the Cooperative
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Extension Service. From a public policy perspective the
overriding purpose of adult education is to enhance economic
productivity. Although human capital theory has always been animportant rationale, its recent dominance is largely due to a
decline in the United States’ influence on the world economy in
the post-Viet Nam era, the period of inflation and then recession
that ensued, and a corresponding shift to a conservative
government. It is believed, in accordance with the capitalistic
paradigm, that we can produce our way back to international
preeminence. Adult education and productivity have thus
become inexorably linked. (Bedder, H. 1987, p. 87)
The situation looks dismal according to Bedder. If programs don’t
change, how is it possible to get these adults back in school and keep
them there?
Dr. Lindy Whiton once stated in an interview with the author at
Greenfield Community College, “it was not learning they didn’t like, it
was schooling.” (Robishaw, 1993b) If programs can raise their own
money and structure their programs differently, perhaps retention
rates will grow. How many AL/ABE programs are supported by
federal or public monies and are these programs structured similarly
to formal schooling?
If resistance theorists are correct, low literates’ aversion to adult
literacy education stems more from negative attitudes towards
school than from an aversion to learning. Adult literacy
education, the federal program in particular, is strongly
associated with elementary and secondary schooling. Most adult
literacy programs are administered by public schools, most are
conducted in schools, and in many localities such as New Jersey,
teachers must be certified by the public school system. Clearly,
those who would avoid schools are likely to avoid adult literacy
education as well. (Bedder, 1991, p. 132)
Many students had an aversion to school, but struggled and
continued despite not liking it. If everyone who just simply didn’t
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like school dropped out there might be dropout rates between 75-
100%. In some inner city schools the rates are already higher than
75% (Fine, 1992). What is it specifically about schooling or what is it
specifically about some individuals that causes them to resist, and in
their final act of desperation to drop out?
It seems that the aversion to school is to a great extent an
aversion to the school culture, a culture which uses authority to
control, a culture which supports some and abandons others.
Ultimately, “school” takes on a highly negative symbolism for
many of those who left it. (Bedder, 1991, p. 133)
For those who openly opposed and left, or for that matter for
those who lingered on silently, it was not an easy transformation
process to reject the dominant culture’s value system. There was
always a difficult and challenging transformation process to go
through.
In that transformation process where do values come into play?
Allan Quigley, an Assistant Professor of Adult Education and Regional
Director of Adult Education at Pennsylvania State University, has
written much about resisters in AL/ABE classes.
In every case, resisters never resisted objectified knowledge or
learning. Instead, the values they saw underlying the schooling
enterprising were resisted and, simultaneously, their belief in an
alternative value system and life style was embraced and
strengthened. It was consistently evident that resistance was
manifested in stages of raised consciousness-raising
phenomenon as the struggle to move from “restrained liberty”
(p.123) to the possession of a specific liberty— in this case the
values of choice. (Quigley, 1990, p. Ill)
It can be, argued that, “liberties make no sense without constraints,
since constraints are necessary in order to nurture the being who can
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value liberties” (Scruton, 1982, p. 272). Certainly all resisters had
constraints in their transformation process.
In Quigley’s analysis of specific fictional resisters in novels at
Northern Illinois University, all the characters went through a
transformation process via a series of stages of constraints and
rejections of the dominant value system by accepting another value
system.
How resistance took place in each of the stories revealed three
significant findings. First, resistance did not take place with the
same degree of visibility in every case. Secondly, neither
learning nor objective knowledge was ever resisted; these
resisters were in fact highly capable learners who wanted to
learn. Third, this process of resistance suggests stages of
awareness and steps in behavior. (Quigley, 1990, p. Ill)
For some adults it may also be necessary to go through stages of
awareness in order to accept AL/ABE programs.
Conclusion and Summary
This concludes the historical perspective that responds to the
question as to why some adult learners have such great difficulty in
electing to join educational programs, as well as staying with them.
In conducting this review of the literature I discovered several
important concepts that support the need for the development of a
readiness training program for some adult learners;
1. Many adult learners resisted the schooling that was offered to
them as children.
2. Many adult learners went through an internal critique while in
the process of rejecting their earlier schooling experiences.
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3. Many adult vocational and academic programs failed to meet
the needs of these students as adults because these programs
and formal schools were similar in structure.
In this chapter several theorists have offered their critical
perspective on schooling. Several of these theorists argued that all
children do not accept the fate offered to them by the Reproduction
theorists and resist schooling. Willis and Fine pointed out how their
resistance contributed to their downfall as they attempted to remain
somewhat part of the mainstream. Many of those who resisted as
children later attempted and failed at various forms of vocational
and academic programs that were structured almost the same as
their formal schools.
Allan Quigley theorized as to how the internal processes and the
transformational process that these resisters went through in order
to become resisters were quite similar. In a later study, Quigley
suggests that there is a need for resisters to go through an
unlearning process. I agree and offer his hypothesis as part of the
basis and rationale for the development of the Bottoms Up Program.
The next chapter briefly revisits Quigley’s original study, as well
as that later study he conducted, builds on the historical perspective
and theoretical foundation that has been established in this chapter,
introduces additional pragmatic educational theories, presents an
overview of the author’s previous research, and connects it all to a
rationale for the development of the Bottoms Up Program.
40
CHAPTER II
THE BASIS AND THE RATIONALE FOR THE
SELF-DIRECTED READINESS PROGRAM
This chapter briefly reflects back on the previous chapter and
uses it as a springboard to begin to develop a rationale for the
construction of an intervention process to help learners move
towards developing self-direction. Next it presents a case for adult
transformation processes and critical pedagogy in the development
of the Bottoms Up Program. This chapter concludes by revisiting
three previous studies I conducted in the early 1990s. These studies
also serve as part of the basis and rationale for the development of
the Bottoms Up Program.
A—Rationale for Resistance and Reproduction Theory
Allan Quigley’s framework for analysis and Stanage’s
transformation process resemble consciousness-raising frameworks
created by other thinkers, including the great works of Brazilian
educator Paulo Freire (1987), as well as adult educators Mizerow
(1991), Barer-Stien (1987), and Lodger (1981).
Quigley combines Stanage’s stages of transformation with the
steps of resistance he discovered in his analysis of the main
characters in ten works of fiction and then later in two larger
university studies. In his framework, each protagonist progressed
through stages of consciousness-raising. All began not knowing that
they were denied the specific liberty to pursue their own culture and
value systems. At this point, schooling appeared neutral or for some,
superior to their own lived experience. Through the sequence of
careful observation and comparison between schooling and their
outside world, each was led-slowly or rapidly-to challenge what
was ultimately seen as an oppressive, hypocritical world in schooling.
This movement was an example of consciousness-raising, from not
knowing to a stage of being aware that a specific liberty was not
theirs, followed by a stage of being aware that each could and must
possess his or her chosen specific liberty.
Observing, comparing and challenging were cyclical steps
building towards breakaway. There was also a progression in the
consciousness of possessing a special liberty. The breakaway
step was both irrevocable and invariably followed with a
euphoric sense of control over self and influence of others. The
point of “holding the liberty in my hand” was as far as some
resisters went in their stages and steps. Others, took a further
step into acceptance and reconciliation toward those they left
behind. The rest looked back in anger or indifference.
. . . The consciousness-raising process was slow for some but,
in the case of the two least visible resisters.
. . it took only initial
observation and a brief series of contrasts to realize that
challenge was necessary. For those two resisters, resistance was
a waiting-game against the external constraints of school. The
process was slower for the others as they grew increasingly
conscious of their own inner restraints.
The final step . . . saw the very meaning of resistance to be
more than the sum of how, why and consequences. Resistance in
this study was a struggle to become free in the eyes, mind and
heart of the resister on the basis of a specific liberty which had
to be attained and held at any cost. (Quigley, 1990, p. 113)
Quigley’s framework is excellent in showing how a particular
phenomenon occurs. His framework serves as a diagnosis of the
phenomenon.
In a later study Quigley conducted 20 in-depth interviews with
adults who refused to attend ABE programs. One recommendation he
made as a result of these interviews is that, “ABE must take into
account an “unlearning” step in designing for resisters.” (Quigley,
1992, pp. 2-34). The Bottoms Up Program does just that and is
designed to gently guide adults partially back “into the fold” of the
educational system and to get reluctant, resistant and other more
passive adult learners ready to accept the opportunity for self-
directed learning (SDL).
In order for resisters to gradually accept or at least respect some
of the dominant culture s values, they need to develop a steadfast
attitude and work through a stage-oriented transformation process.
The Bottoms UP Program also serves as an unlearning tool.
How Can Knowing About These Theories Help?
Can AL/ABE practitioners and programs do more than just be
aware of cultural reproduction theories? What actions can they take
in the classroom to compensate for these phenomena?
AL/ABE programs need to start from the learners’ value system
and allow learners to start from that value system and gradually
meet the dominant system and adult educators as cultural equals. By
paying close attention to the learners’ past experiences with the
formal educational system, practitioners can focus on the negative
characteristics of the program’s design which need to be taken out of
program planning. Although educators may be sensitive to the
difficulties adult literacy learners face, there is still a significant
number of dropouts from AL/ABE programs.
This chapter later looks at some of the psychological, sociological
and political roadblocks which adult learners encounter as members
of programs. Some strategies have been offered by theorists and
practitioners to help lower the very high drop out rates found in
AL/ABE programs, but dropout rates continue to be elevated in these
programs.
Many strategies have been offered to prevent students from
dropping out of formal school as well. What many of these strategies
ignore is that those students who opposed formal schooling drop out
because they apparently do not like schooling. “The psychological,
sociological, educational, and policy literatures either neglect the
issue or masquerade dropouts as depressed, helpless, hopeless, and
without options” (Fine, 1991, p. 4). With that in mind, what strategies
need to be developed in order to keep them in school?
Most reports deal with institutional and situational barriers. A
few studies deal with dispositional barriers. But there has been little
research that discusses drop outs as conscious resisters (Quigley,
1987). It is important to make a connection between program
development, strategies to prevent learners from dropping out and
resistance theory.
Can some adult learners benefit from a pedagogy which centers
on self reflection? My own developmental model, the “Circumstantial
Insight Grid” (Robishaw, 1993b), to be discussed later in this chapter,
indicates how important a self-reflection process is for AL/ABE
students.
These unique learners may need to take a “stage” oriented
approach to behavioral change in order to develop the sustained
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effort needed to stay with a program. If they went through
transformative stages to become resisters, they may also need to
pass through transformative stages in order to become persisters. In
order to accept learning as a lifelong process and to make a more
positive contribution to society it is important to further develop
these alternative modes of andragogy as well as pedagogy.
A Rationale for Self-Directed Learning
Self-directed learning can be dichotomized into first how
Malcolm Knowles presents it, as being able to manage your own
learning--an andragogical” framework. “Self-directed learning
describes a process in which individuals take the initiative, with or
without the help of others in diagnosing their learning needs,
formulating learning goals, identifying human and material resources
for learning, choosing and implementing appropriate learning
strategies, and evaluating learning outcomes” (Knowles, 1975, p. 18).
These are the most common perceived traits of an SDL. Stephen
Brookfield defines it more as an internal process and a change in
awareness.
The above mentioned criteria described by Knowles assumes
that SDL, in its strictest sense means only to have the ability to learn
on one’s own. Many learners fear not being around a teacher and
fear that they cannot learn on their own, or even worse that they
will not be able to learn at all. They must get over this and develop a
positive self-concept, including the self-confidence that they can
learn on their own. The managing of one’s own learning can be
taught in the classroom to learners who don’t already exhibit these
traits.
It all starts with the learners becoming aware that they have a
specific need for learning. It could be job related and usually is some
external need that will give them some benefit. “In general the
clearer the learners are about their need for learning in a particular
situation the more efficiently can they plan their learning” (Knowles,
1975, p. 81). They become aware on their own that they have a
specific need for learning.
Adults in their everyday life experiences learn many things on
their own. They are self-motivated to learn. It is the same in AL/ABE
programs. Sometimes it will become necessary for them to learn on
their own. Learners need to be self-motivated to learn.
Some programs hinder the process by not allowing the student
opportunities to learn about the importance of becoming self-
directed and how to manage their own learning process. These
programs end up “domesticating” learners even further.
But there is another side to the dichotomy and that involves the
internal changes in consciousness that this particular study focuses
on.
As a mode of learning characteristic of adults who are in the
process of realizing their adulthood, self-directed learning is
concerned much more with an internal change of consciousness
than with the external management of instructional events. This
consciousness involves an appreciation of the contextuality of
knowledge and an awareness of the culturally constructed form
of value frameworks, belief systems and moral codes that
influence behavior and the creation of social structures.
(Brookfield, 1985, p. 15)
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In order to foster the internal side AL/ABE programs need to
allow learners ample time to reflect on their past circumstances and
experiences with the social structure-specifically schools and to
discuss these issues with their own peers.
If one accepts the propositions set forth by resistance theorists,
then it is logical to deduce that AL/ABE programs need to start from
the learners value system--allowing learners to start from their
present value system and gradually meet the dominant system and
adult educators as cultural equals.
Praxis is also necessary to connect these theories, other theories
and reality in order to be able to provide a rationale for the need for
a transformation process for AL/ABE learners. Theoretical and
conceptual frameworks have been useful in designing a readiness
training program.
In this current study I designed, implemented, evaluated and
refined a training program to help learners who are enrolled in
AL/ABE programs to become better prepared to accept SDL. When
learners deconstruct their past experiences with schooling and reflect
on the educational system and other topics explained in the
upcoming methods chapter, they will gradually become ready to
accept SDL, which includes being able to engage in adult
participatory activities and to become lifelong learners.
Adults in their everyday lives are motivated to learn many
things. Sometimes it will become necessary for them to learn on
their own. Learning on their own is important because many learners
fear that they cannot learn without the aid of a teacher or, even
worse that they cannot learn at all. They must overcome this anxiety
and develop the self-confidence to enable them to take control of
their own learning.
Goal-setting, one strategy in managing one’s own learning is an
example of how some adults can learn to take control of their own
learning and to become motivated. But “pre-goal-setting” strategies
need to be designed and implemented to better help adults develop
confidence in their own ability to use goal-setting and other
processes as a strategy for managing their own learning.
Many learners need to participate in a “process” in order to find
goal-setting acceptable. It is important to understand that goal-
setting, as a strategy, is just a small part of a whole Adult Education
framework. Some definitions of SDL assume that a learner need only
have the ability to learn on his/her own and to manage instructional
activities. Educators who try to instill these skills in their learners
may be making the assumption that the learners are consciously
prepared to accept them.
The other piece to the dichotomy has often been either neglected
or assumed in AL/ABE. This involves the internal changes. Too many
adult educators begin with external activities. Self-direction, self-
motivation, self-confidence, self-esteem, etc. are all internal
processes that lead to a more positive self-concept.
Adult learners need to deconstruct their past circumstances in
order to see how these circumstances related to the structure of
schooling and to see beyond their own earlier schooling experiences
in order to better develop the sustained effort needed to continue
with learning. Adult learners need to channel their former resistance
to schooling into the persistence needed to become SDL. “Self-
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directed learning focuses on gaining a clearer understanding of
oneself by identifying dependency-producing psychological
assumptions acquired earlier in life that have become dysfunctional
in adulthood” (Mezirow, 1985, in Brookfield, p. 27). They may then
be able to make the behavioral changes necessary in order to accept
goal-setting and even more important to embrace self-directed
learning. Learners need to discover alternatives through a
transformation process.
A Rationale for a Self-Transformation Process for Learners
Transformation processes are often thought of as being on two
levels—the psychological and the social. The psychological leads
toward the betterment of the self or the development of a more
positive self-concept in order to make positive changes in one’s life.
This study focuses more on the psychological side rather than the
social which focuses more on critical consciousness and social change.
But the development of a stronger sense of critical awareness did
become an Unintended Enabling Outcome (UEO) of the Bottoms Up
training program.
For many learners a self-transformation process at the
psychological level is necessary in order to assist them in making the
attitudinal and behavioral changes that will guide them at the
internal, not just the external level. After participating in this process
adult learners will be on the road to being better able to learn how to
manage their own learning. They will be able to make the behavioral
changes necessary in order to accept learning in AL/ABE programs as
a viable alternative or a possible addition to previously accepted
values.
Specifically, some learners need help developing the self-
motivation for learning and developing or channeling that motivation
into the sustained effort needed to become self-directed lifelong
learners.
While the techniques of self-directed learning are allied with the
adult s quest for critical reflection and the creation of personal
meaning after due consideration of a full range of alternative
value frameworks and action possibilities, then the most
complete form of self-directed learning is exemplified.
(Brookfield, 1985, p. 15)
Once learners reflect on themselves and on the educational system
they will gradually gain the self-motivation needed to engage in a
more complete form of SDL, which includes lifelong learning, and will
contribute to keeping them in programs.
The intervention process under discussion is partially based on a
model developed from my own self-reflection and self-
transformation process. I look back at my own developmental
attitude and behavioral change process and offer a conceptual
framework for a consciousness raising process from which some
adult learners can benefit.
My framework was influenced by several transformation models
that have been created. T. Barer-Stein (1987) for example, shares a
five-stage model of awareness, observation, acting, controlling and
involving:
Barer-Stein (1987) provides us with phenomenological analysis
of learning as a process of experiencing the unfamiliar. She
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delineates a five-phase model for this process. The first phase,
being aware, is a reflective pause during which a decision is
made to proceed towards understanding an object or event. This
stage involves an awareness of current or retrospective interest
but does not involve explanations. It involves the desire to know
more and the motivating belief that we can achieve
understanding.
. . . What is this?
A second phase is observing, this includes taking a second
look at the phenomenon and becoming aware of our own
interest. How does this compare with what I know? Acting-
looking at alternative meaning perspectives and judging them—
is the third phase.
. . . Shall I try it? The fourth phase involves
confronting, coming face to face with the unfamiliar and
recognizing that it is unknown and that it will not yield meaning.
Faced with the developmental dilemma, we can ignore the
confrontation, do battle with it, withdraw by retreat into
ourselves or into the comfortable and familiar, or go on to the
final phase of involving. Do I know this? Do I want to know this?
Involving refers to reflecting, validating, judging. ... It involves
a four fold theme of hearing/listening and reflecting/heeding
(appropriation). Dominant questions in the involving phase are:
How did this come to be? What are the possibilities? Which
makes sense? and what is the relevant meaning for me?
(Mezirow, 1992, p. 84)
Adults need to reflect on their past circumstances to see beyond
their earlier schooling experiences and better develop, persist and
continue with their learning. Learners need to know about
alternatives through participating in a dialogical process that
discusses alternatives with their peers.
A Rationale for Critical Pedagogy
The use of critical pedagogy in this case assists learners in
making the behavioral changes that will guide them at the internal
as well as at the external level. In order to foster this type of
learning, programs need to allow students ample time to reflect on
their past circumstances and experiences.
After programs introduce dialogical strategies, goal-setting and
other learning strategies will have a better chance of succeeding.
Once learners engage in the act of self-reflection and reflect on how
the educational system affected them, they will gradually gain the
motivation needed to become truly SDL, a process which will
contribute to keeping them in programs and foster the ability to
participate in lifelong learning.
Once learners become internally self-directed, then goal-setting
and other strategies may work, as long as programs continue to pay
close attention to the learners’ important intellectual, psychological
and emotional processes. Some programs may hinder SDL by not
allowing the learners opportunities to reflect on their past
circumstances. Some may also hinder their students’ ability to
manage their own learning by not allowing them to discover and
understand the importance of becoming fully self-directed.
Beginning with the Internal Piece
In this current study I offer a small group dialogical strategy
that allows learners the opportunity to self-reflect and to share their
reflections and experiences with their own cohorts. This critical
pedagogy respects the learners as adults with numerous valuable life
experiences. This approach embodies Shor who points out: “A
participatory class begins with participation. A critical and
empowering class begins by examining its subject matter from the
students point of view and by helping students see themselves as
knowledgeable people” (Shor, 1992, p. 37). The facilitator creates a
structure that allows the learners the freedom and opportunity to
grow and develop in a small group setting.
But what is often neglected by facilitators who use a dialogical
process with AL/ABE learners is the need to first set and establish
the ideal conditions for discourse before entering into a group
discussion. Another important aspect often neglected is the need for
solidarity building between the participants and between the
participants and the facilitator.
It is a participatory democratic process and a critical pedagogy
that will guide many AL/ABE learners through goal-setting and other
external strategies. Through deconstructing their former experiences
and circumstances with the social structures, they will learn how to
use these new discoveries and insights to their advantage.
Adults can benefit from programs which center on pedagogy
that focuses on participation, dialogue and self-reflection prior to
engaging in strategies that improve one’s ability to manage their own
learning. In addition to increasing the chances that these strategies
will work, the process may also help empower both learners and
facilitators. Self-reflection is a learning theory in Adult Education and
the facilitators will also learn much about themselves through self-
reflection. For more on self-reflection and self-transformation as a
learning theory please refer to the works of Phyllis Cunningham
(1983) and Jack Mezirow (1991).
A_Case Study Research Project: Persistence and Suctions on Hn„,
to Overcome Barriers
A few years ago I conducted a series of projects to get input
from learners and practitioners about the issues of resistance,
persistence and self-directed learning. The first project was a case
study where I looked at some of the barriers a group of adult
learners faced when they tried to return to school. In addition to
these barriers, they also had to find the motivation to return.
Initially, external motivations brought most of them back to school.
For those adults who were motivated and overcame situational and
dispositional barriers, including the embarrassment of returning to
school as adults, many also developed sustained internal motivation,
pursued learning as a lifelong process and stayed with the program.
Some of the learners in this particular Adult Literacy Program under
study had been with the program for several years. Why do some
drop out while others stay?
Assumptions
There were three assumptions that guided this inquiry: 1) there
were many barriers that these adults, as well as other adults faced
when they returned to school; 2) many of these barriers caused some
learners to drop out of programs and 3) adults also need to develop a
degree of tenacity in order to become lifelong learners. A steadfast
effort will help learners to overcome many of the institutional,
situational and dispositional barriers mentioned in this study.
54
Barriers
Some adult learners confront their earlier schooling experiences
including any opposition they had to the educational system before
making the decision to return. These dispositional barriers may be
the biggest barriers that adults who were forced to attend primary
and secondary schools in this country have to overcome in order to
return. Many adults need to “shed the baggage” of blaming
themselves; in other words they need to go through an “unlearning”
process. The system has placed a stigma upon them and until they
realize that they were the victims of an unfair educational system,
they may forever have this barrier to overcome.
You know it was your teacher’s fault ... I learned more in a year
and a half than I did in ten years. They favored the ones who
knew everything. They favored the ones whose parents did
something for the schools too. (Robishaw, 1993b)
These dispositional, as well as other barriers and strategies for
developing persistence were the focus of this particular inquiry.
Findings
Many learners in this adult literacy program reported “faking”
knowing how to read before entering this program. Other learners
have different names for it: “I call it bluffing or working around it . .
I got away with that for fifteen years” (Robishaw, 1993b). Many
adults are able to live with not being able to read or write and still
have successful lives. Some of these adults have developed skills at
overcoming bigger barriers than the situational and institutional ones
they had to face in coming back to school. They used their
intelligence to overcome problems caused by their illiteracy. When
these adults use their thinking skills they can overcome many
barriers that, at times, may have seemed to be unsurmountable.
After completing my observation phase of the project I offered
the learners a lesson, discussion and a brainstorming session. In
addition to a list of barriers they also produced a list of things
learners can do to help themselves to develop persistence. The actual
reflection process and discussions were helpful to the learners in
realizing what they had accomplished. This particular activity helped
the learners with their own self-esteem issues and gave them
further confidence to continue on with their studies. Realizing the
many situational barriers they overcame may have helped them to
overcome their own dispositional barriers. These lists later became
an instrumental part of the Bottoms Up Program.
Barriers to be overcome by adults contemplating returning to
school were classified into the following categories:
Situational Barriers:
1. Work
2. Family
3. Logistics
4. School
5. Health related issues
6. Learning
7. Cultural
8. Substance abuse
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What follows is the completed list of dispositional barriers faced by
these adults returning to school:
Dispositional Barriers:
1. Embarrassment (It is not easy to go to school as adults)
2. Courage
3. Persistence in finding a program
4. Alienation
5. Self-blame for circumstances
6. Depression
7. Age: too old for school
8. Fear
9. Peer pressure
10. Self-confidence
1 1 . Attitude towards school
Dispositional barriers can be more difficult to overcome than the
everyday situational barriers adults face. Recognizing and giving
oneself credit for overcome situational barriers often helps learners
to overcome dispositional barriers as well.
Persistence
Some of the learners in this program overcame their many
barriers and continued coming to class. They can be called
“persisters.” Others, for whatever reasons, were not “grabbed” by the
learning process. At some point, lifelong learning “grabs” the learner,
or as one student put it, “you get hooked and keep coming back”
(Robishaw, 1993b). This is where programs and teachers can help.
Does developing an attitude that one is not a quitter keep some
people coming back? Maybe this is too simplistic. Perhaps this
attitude of never quitting is one that at least some learners need to
develop and cultivate in order to stay with the program. In addition
to the barriers, four other categories emerged from the learners
themselves that shed some light and offer possible solutions to the
problem of developing “staying power.” The four major sources of
help to learners in developing persistence are:
1. Students themselves
2. Teachers and programs
3. Other students
4. Family and friends
What Keeps Students Coming Back and Overcoming Barriers?
“Every time I go outside of that door I feel proud of myself. ... it
makes you want to come back and do it again” (Robishaw, 1993b).
That’s the voice of a persistent individual. When a new student
leaves at the end of a class there is no way of knowing whether he or
she will be the one who never returns. Many who enter adult
literacy programs don’t think they are going to last. They may miss a
few days early in the semester but, “This semester I haven’t missed
a day yet and I don’t plan on it” (Robishaw, 1993b).
Many adults have families and other commitments at home. How
are they able to juggle such hectic lives? Don’t they have people
depending on them? “It’s tough, I put everything else away when I
am going to school. School is from ten o’clock to one o’clock. I tell my
family . . . like my sister wanted a ride today, I’m sorry, pouring
rain— I don’t care” (Robishaw, 1993b).
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Many adult literacy programs are on shaky ground financially.
This particular program has had to close its doors a couple of times
due to a shortage of funds. How are students going to keep up their
studies? They finally find a program after searching and it closes
down. “ I would go to the library, I wouldn’t drop it. I am too far into
it to drop it
. . . find a few guys
. .
.” (Robishaw, 1993b)
Things Individual Learners Need to Dn
A discussion ensued with the adult learners after the
presentation. Many programs are not participatory and do not ask
for feedback from the learners. All sub-lists in this enquiry emerged
from one long brainstorming session where I asked the question,
What can individual learners do to develop the persistence needed
to stay?” This list was supplemented by additional data taken
directly from students’ in-house published writings.
In the list that follows, learners listed some of the external
things individual learners can do in order to stay with the program.
External:
1. Let teachers know how they learn best and how they feel about
learning
2. Reschedule things
3. Make school a priority
4. Do it for the kids
5. Make sacrifices
5 9
The participants generated 45 responses about the internal
things that learners can do. That data was divided into the following
categories:
Internal:
1. Courage
2. Confidence
3. Assertiveness
4. Trust
5. Hope
Things Programs and Staff Can Do
“When you walk in the door, it’s great, it’s your turf. You’re here.
They [new students] are walking into your turf. They feel like
outsiders (Robishaw, 1993b). When adults are made to be
comfortable by the program and the practitioners, students say they
will stay. At first, new learners may feel like outsiders but it is up to
the program staff to make them feel comfortable. There are more
adult learning centers like this one around now than there were in
the past. The staff considers it more than just a job, according to
some of the learners who compare this particular program to other
programs they have dropped out of. Teachers and staff like the
learners and treat them with respect.
Many of the adult learners prefer a variety of activities
compared to the traditional classroom style or individualized cubical
type approaches of some other programs.
Here you get different subjects. .
.
you get options. Group talking
is great. You know writing groups and reading groups even
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pairing people off is great. It is not the same thing everyday Yonenjoy what you are doing instead of saying oh 1 go, 'o go toschool again. They [learners] get to talk and it helps them outYou JUS. go, ,o limit your time. If you do too much reading or'
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Literacy is not a silent phenomenon. Theory says it is a social act.
Listening, speaking, reading and writing are all part of learning. They
are all interconnected. It is holistic. There is an important connection
between theories of learning and the way reading and writing is
practiced.
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1 came after four weeks I was pretty much hooked, youhave to have good teachers who care.
. . . When someone cares
a out you
. .
.
you just notice the way they are helping you. Since
1 ve been coming here I haven’t seen the teacher in a bad mood
once. You know that she loves her job and you love coming here.
Students know and can tell. ... If you know you are getting
something out of it, there is no reason why a guy [student]
should leave. The adult learners in this program know best what
turns them on or off’ about a program. (Robishaw, 1993b)
The following is list of things programs and teachers can do was
taken from the original data (partially supplemented by student
writings) collected during this study:
1. Having good teachers
2. Giving encouragement-not criticism
3. Keeping it interesting
4. Talking is an important part of reading and writing
5. Reminding us that this is also our “turf’
6. Caring—students can tell if teachers care or not
7. Offering support to students
8. Patting someone on the back for coming to school-
congratulations
9. Giving up on the students is unacceptable
10 .
11
.
12
.
13.
Needing to be treated like everyone else
Creating a community of learners
Showing students progress (alternative
Being with the students
assessment)
In this particular area it would have been useful to observe and
interview program staff to find out specifically what they had done
to help learners develop persistence. In addition to what programs
do right, there is also the issue of what programs do to create
barriers. Barriers that schools put up are discussed in the next level
of inquiry. All these lists could be used by staff development trainers
with practitioners to see if other practitioners have learners with
similar problems. A good discussion could then emerge directly from
lists generated by learners. All of these lists could be shared and
discussed among teachers at workshops, as I did in July of 1992.
My purpose in this presentation was to try and get practitioners
to conduct a similar exercise with their own learners, not to just
share the findings with them. The process of dialoguing with the
learners is much more important than the final product.
Things Other Students Can Do
Other learners or the old timers” can also help new students.
They have “been there” themselves. They remember how shy and
embarrassed they were when they started. “You notice the ones who
don’t talk and you have to give them a chance [to talk] ... you have
to limit your time [speaking]. They try, it is slow for them. That is
why I don t always speak” (Robishaw, 1993b). “Long time” students
will allow new students the space necessary to become active
6 2
learners. Sometimes old students will tell the teacher to give the new
student more “lag” time or space. New students have to be made
welcome. They are on edge and need someone to welcome them.
If they feel welcome
... if you can help them ... I think if a
student can help another student, [more important than a
L
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eX/eCt a teaeher - If a asks y°u a worddon t shy off. If both of you don’t know a word both of you can
try to sound it out. Talk about yourself, try to help the guy out(Robishaw, 1993b) 6y
What follows is a list of things other learners can do to help their
classmates to stick with the program:
1
. Helping--old students can help new students
2. Talking to new students
3. Patting one another on the back for coming back to school
4. Being with the student
5. Helping each other
6. Respecting each other
7. Learning from each other
8. Developing a sense of accomplishment
9. Helping someone by teaching them
10.
Urging others on
If the program does not allow learners the space to dialogue
with other learners then there is not much the old learners can do. If
the program is designed for independent study then learners do not
have much time to communicate and mix. Space and time need to be
created for them to interact and to have full-blown discussions.
Adult learners are not that gregarious, at least not at first. Most
learners are shy when they enter the program. Many have called on
the phone several times before getting up the courage to make an
appointment for an interview. I have heard stories of people coming
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right up to the door and turning away because they were afraid to
come in.
Things Family & Friends Can Do
Giving support is the only response given in this category but
perhaps that says it all. Adults who do not have the support of their
families, friends, employers and fellow employees will also have a
difficult time in trying to stay with the program.
In the next level of inquiry I look more into the area of
dispositional barriers. I also offer suggestions on how some programs
need to change.
A Phenomenological Study: Encouraging Persistence: Suggestions for
Adult Literacy Programs
The second research project, which I undertook to explore issues
of resistance and self-directed learning, was a phenomenological
inquiry where I examined one particular aspect of two individuals’
lives in depth. The inquiry was based on approximately five hours of
intensive in-depth interviews with one “well seasoned” adult literacy
learner and about five hours of intensive interviews with one
AL/ABE staff development trainer. What were their experiences like
as a learner and as a staff developer? What can programs and
teachers do to help students persist and to accept learning as a
lifelong process?
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The primary purposes of these interviews were to learn what
programs and teachers can do to help students continue with their
learning process and to discover suggestions for overcoming barriers.
This particular inquiry was a follow-up to the previous case study
and the second in a series of projects into what it takes to keep adult
learners in an AL/ABE program and to get them to accept learning as
a lifelong process.
This study also served as a bridge or as a continuation from the
previous study. How can teachers help to reduce the dropout rates in
their respective AL/ABE programs? How can programs and teachers
help learners develop and to stay in the program?
I hoped that interviewing an educator who was not connected to
any specific program would give me a less biased perspective than
interviewing teachers associated with a particular program. A person
who trains teachers of adults and an individual who receives training
from practitioners might offer important perspectives and insights
into the problems of student retention in AL/ABE programs.
What emerged from these interviews were the similarities of
their views on what a quality adult education program should be. In
this study I interviewed one AL/ABE staff developer for ninety
minutes on three separate occasions. My intention was to learn what
her experiences were like. I also interviewed one adult student with
the intention of learning what his experiences were like. I also
wanted to find out how they thought programs could change and
what they thought programs could do to help students to accept
learning as a lifelong process.
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At that time I felt that AL/ABE learners and a staff
development trainer-who both, in their own way, resisted their
earlier schooling—had an excellent and interesting perspective on
what changes a program needs to make in order to better help
learners persist and overcome dispositional barriers. I wanted to dig
deeper into the core of the problems, stretch a bit further to expand
on the knowledge base already established in the previous level of
inquiry. In the end, these two participants provided some very
important data. I got closer to understanding the root of the problem
of what programs can do to help learners stay with the program.
Vignette of a Learner
What follows over the next few pages is a brief vignette
developed from the learner’s interview. I allow the adult learner to
introduce himself through his own voice in a short vignette form.
Jack Casey is an adult learner and had studied at this particular
learning center for several years. Casey is a not the participant’s real
name. This vignette was also used as a reading assignment during
the Bottoms Up Program.
I’m from a very violent and dysfunctional family, so I had a lot
of difficulties in school. I was an introvert. I’d stand in the shade
of a tree instead of the sunlight, so I wouldn’t be seen, so I could
disappear among a crowd. The results were it was hard to
concentrate in school as a kid, because I wasn’t keeping up with
classes. I was asked to do goffer jobs—get the milk before the
class, cases of milk. Ah, errands in school you know, going out
working with the janitor, sweeping the sidewalks while
classrooms were going on. So I wasn’t actually in the classroom.
Every two years I got promoted even though I wasn’t in the
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classroom. So I was set up to fail-whether anyone realized it or
not.
I used to get abused a lot at home as a result of not keeping
up with school. In school there was a lot of intimidation by the
staff and other children. I ended up in the hospital a lot because
of being assaulted by kids-because I was different. Every time I
walked outside the door I got jumped by a gang. I got tied to
poles and everything else. You [researcher] know what I’m
talking about. I’d be ending up in the emergency room with all
kinds of gashes on me and all that kind of things. I was in the
hospital a couple of weeks for getting stoned. They hit me in the
eyes. I had a lot of difficulty in my school years. I’d run up on
people s porches to try and have them help me. So to me it was a
no-win situation. I became a real introvert. I used to be under
the porch at home and I would dig a hole under the porch, so if
you looked under there you wouldn’t see me. I hid a lot.
As a kid
. . . coming from a dysfunctional family, all the big
people were authority figures. Parents were authority figures.
And then when my father stabbed my mother, that was like a
disaster. Is my mother going to die, blood was all over. The
police came in. They are authorities too. They took my father
out. We were on welfare. The welfare investigator comes in and
that is an authority figure. I go to school the teachers are giving
all kinds of rules and regulations and laws.
The time I went to school there was corporal punishment. I
used to get hit, on my arms, pull my hair--even in public schools.
I can still feel . . . These are some of the experiences I had,
because the teachers were authority figures, the police were
authority figures, the welfare, you know all the big people at the
time.
As a kid I was the victim. ... I was being lost in the cracks
as far as I was concerned. School was a very bad experience for
me. So at 16 I quit school in the 6th grade. I felt very bad
because of the fact that I couldn’t read, write or spell--didn’t
know math. I didn’t know the timetable.
I felt I couldn’t pick up a book [as an adult] because I would
start perspiring and you know, it was a bad experience. So when
I went to try to get in an adult education program (I went to
various programs)--either the funding ran out or they weren’t
teaching at the level I was at. I tried to call the 800 numbers I
saw on TV to see if there were some adult ed. programs that
could help me. The 800 number would be like in Indiana. They
would, have programs up in and I lived in There
weren t any quality programs around.
I think that I am intelligent enough, you know, even before
I got to this program I founded a world-wide [employee
assistance program] program in industry. I had a GED. I don’t
know how I got it accepted. I passed it, right. Whatever it was I
didn t ask by how much. I didn’t want them to re-look at it. But Iknew I passed it. I even attended college (98 credits). My papers
were all As and Bs.
A paper I did that took about a year was implemented by
the court system in
. I did a paper on rehabilitation vs
incarceration for chemical addiction and other problems. If you
incarcerate someone without rehabilitation they are going to do
the same thing. They will be back out in society. I presented the
paper to the district court and chief of probation and they
implemented the paper. They sent a letter to the college and I
got 4 credits for it. I did the research with my wife. She was a
secretary and she typed the papers for me. I did the research
with my wife through a tape recorder and she typed it out for
me.
I m a very intelligent person. I just didn’t acquire the school
knowledge. I acquired knowledge through living. I made it my
business to be with people who did go to college and did have a
good vocabulary. I was able to be functional in their society--
wearing my mask.
The dysfunctional family was on my mind constantly
because of all the screaming and fighting and all the things that
were going on inside. It is hard to concentrate on school [ABE
programs] with all these things going on.
When I became an adult, because it was never addressed, it
was like post-traumatic distress order. Because it was never
addressed I still experienced it. Until I got into the
Program it stayed with me. Now my self-esteem is really high. I
don’t worry about anonymity. I believe I’ve got something I
would like to share and help other people. I’m an alcoholic. I was
featured in Newsweek and in the Encyclopedia Britannica for
starting this program [a world-wide employee assistance
program for Corporation]. I said, well if it is going to help
someone I’ve got nothing to lose. I was clinically dead from an
overdose of drugs and once you are clinically dead your
perspective is different, (ha, ha, ha) you know. So I am ok with
what we are doing. (Robishaw, 1993b)
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Considering that this was more of a descriptive study than the
previous inquiry, it was more appropriate to let the data speak for
itself. Comments from the staff developer, in her discussions around
schooling vs learning had really struck home. “Students didn’t resist
learning, they resisted schooling.” (Robishaw, 1993b) Why did so
many oppose schooling and so few really benefit from it?
The adult learner’s comments, on the importance of having an
open dialogue and the issue of ownership, made me wonder about
the concept of participation. Can it really happen if both parties don’t
come together as equals? If one is dealing with people of color or the
poor and they are “domesticated,” won’t they be intimated by the
other party’s dominant cultural capital? If both parties do not enter
as equals, it is extremely difficult for participation to happen.
Learners and practitioners may need to go through an “unlearning”
process, as advocated by Allan Quigley, to become aware that they
have been “locked out” of opportunities for more productive and/or
interesting life and work experiences by an educational system
whose purpose may have been to perpetuate the status quo and to
reproduce the economic, social and cultural system.
The data from this project told me that there are lots of things
programs can do to reduce drop-out rates. Can it be assumed that it
is how the program staff treats the learners and how the programs
are designed that makes the most difference? Programs that treat
learners the same way they were treated as children will have to
deal with conflict. Adult resisters usually don’t show up at all. Those
that do, drop out and are called “reluctant” learners (Quigley, 1992).
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Educational preparation for these adults need to be drastically
changed. Adult learners need to change. Adult educators also need to
change. All three— the educational process, learners and educators—
need to go through an “unlearning” process. Adult learners,
practitioners and program planners and policymakers need to reflect
back on their own experiences in order to bring about the
appropriate changes needed in AL/ABE programs. Part of that
change can happen individually, but a large part has to be done
together.
Persistence/Resistance
These are two antagonistic and polarized forces. Resisters and
reluctant learners who return to AL/ABE classes that are not
structured differently from formal schools will drop out. New
strategies need to be developed in order to retain these learners.
New strategies also need to be developed through community
development programs and curriculum that focuses on participation
and “learner grounded” activities that consider the learners’ needs
and interests first.
These individuals need to stop blaming themselves. Learners
also need to reflect on their past experiences and go through a
transformative process that brings students back to accept learning
as a lifelong process. In my next project I offer a developmental
model based on my own transformative process.
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Developing Persistence: A Curriculum Q„id„ fnr . Par , irin„n„,
Unlearning Process
The following is the third in a series of projects which I
undertook to explore issues of persistence, resistance and self-
directed learning. Adults can learn from their past circumstances and
experiences and become successful learners. Some adults need to
reflect on past schooling experiences in order to “unlearn” the
blaming-the-victim mentality and overcome the issue of shame.
These adult learners may then be ready to channel their former
resistance to schooling into the persistence needed to become SDL.
They may then be able to make the behavioral changes necessary in
order to accept learning in AL/ABE programs as a viable alternative,
or at least a possible addition to previously accepted values.
Many of those who left school early because of their frustration
with the dominant ideology were aware that the cards were
stacked against them. Some went on to beat the system by
becoming criminals through the development of persistence.
In this study I propose that it is possible to share this awareness
with other victims of “schooling disabilities,” in order to motivate
them into bettering their lot in life by “beating the odds” and also
beating the system, legally through education. Is it possible to take
that knowledge and energy, bottle it and channel it into a positive
way of beating the system and applying that persistence to lifelong
learning?
7 1
This project was based on an actual self reflection process where
I looked at my own developmental attitude and behavioral change
process and attempted to offer a model of a transformative process
from which some learners may benefit. Adults may need to reflect
on their own past circumstances and/or their own resistance to
schooling in order to better develop, persist and continue with their
learning.
This model offered possible solutions to overcoming the more
psychologically ingrained “blaming-the-victim” mentality through
the use of a conceptual framework entitled the Circumstantial Insight
Grid (CIG) Developmental Model. The CIG was used in one component
of the Bottoms Up Program and the five metaphors found within the
CIG were integrated into the assigned readings (polarized themes) in
each component.
The training design described in the next chapter offers possible
solutions to overcoming the more psychologically ingrained
blaming-the-victim” mentality. The CIG is one small but important
piece embedded in the Bottoms Up Program.
It is possible to take a small group through the CIG process. It is
a tool designed specifically to help motivate adults who struggled
with the educational system’s inappropriateness, into staying with
AL/ABE programs until they develop the internal motivation for
learning and develop or channel the persistence needed to become
fully self-directed learners.
Individuals who encounter dilemmas that force them to
challenge established ways of seeing and thinking and are able
to move developmentally towards more inclusive,
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discriminating, and integrative meaning perspectives, may do so
as self-directed learners. (Mezirow, 1991, p. 365)
The CIG developmental model originally served as the
conceptual framework for a self-directed readiness program, but
later I took into consideration other aspects of my frame of
reference, including everything that has been discussed in this
chapter and in the previous chapter.
The CIG in its original form was intended to enable learners to
be able to channel their enormous energies and knowledge of the
system s faults into contributing more fully in an awareness-raising
dialogue. In order for learners to gradually accept some of the more
useful values from the dominant culture they may need to work
through a stage oriented transformation process-the CIG.
What follows is the analytical framework for the original CIG.
There were five stages in the CIG developmental model.
1. Locked Out of the World: Awareness
2. Love/Hate: Understanding
3. Monkey on the Back: Decision
4. Chip on the Shoulder: Learning
5. “Grab ya”: Action
Several great thinkers in the field have also developed frameworks
for transformation. Some of their thoughts have been integrated into
the text of the original CIG framework.
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“Locked Out of the World” (Awareness)
Freire defines “conscientization” (or critical awareness) as the
process by which adults “achieve a deepening awareness of both the
socio-cultural reality which shapes their lives and
. . . their capacity
to transform that reality through action upon it” (1989, p. 27). After
adult learners become aware (if they are not already aware) that
they are the victims of an inappropriate, unjust and discriminatory
educational system that ‘locks them out” of the opportunity of
having or obtaining more interesting life/work experiences, a tension
builds up between their current status, internalized oppression and
what they feel cannot be obtained. In order to reduce this tension
they must become motivated to seek more knowledge about their
situation and the situation of others like themselves. In addition to
knowledge they also have to become motivated to develop or acquire
new skills.
Transformative logic as defined by J.I. Loder in The
Transforming Moment: Understanding Convictional Experiences also
has five stages. “First is conflict, an apparent rupture in the knowing
context” (Mezirow, 1992, p. 26). Adult learners need to develop an
awareness or a “reawakening” that schooling favored the status quo.
Conflict cannot be avoided. Change is a process of imbalance not
balance, rest, stability or equilibrium. One way to accomplish this is
for the learners to become acquainted with Reproduction and
Resistance Theories.
As with many transformative processes people start at different
points along an imaginary continuum, as indicated by the CIG. This is
also true of critical awareness. If a learner follows the suggested
path, once critical awareness sets in or is strengthened, a need
develops to move on to the next stage in the grid. They have to
become motivated to become part of something they have been
locked out of or have resisted for many years. They begin to see
beyond their external reality and to identify with their own new
internal attitude towards overcoming this dilemma. Once this
happens they have entered the next stage-which I have termed
Love/Hate
--where the behavioral change moves from awareness to
understanding.
“Love/Hate” (Understanding)
It is here that they understand the origins of their hatred for the
system and develop a love for “beating the system.” This stage is
where an individual understands that the “hidden curriculum” within
schooling was not developed for his/her sake but was developed to
perpetuate the status quo and to reproduce the economic and
cultural system. It was not necessarily their fault that they failed.
Here is where the “hate” element of this stage comes into play.
These new learners develop a hatred of the system for what it did to
them. In return they become vindictive and develop a love for
beating the system. This impetus is sometimes accomplished through
crime, but it can also be productively channeled so they in fact use
their perceptions, intelligence, critical awareness and persistence to
work through the system, gaining pleasure from beating it, learning
from failures and making “sweet” the little victories along the way.
In Lodger s framework, the second step in the transformative logic
is scanning, searching for possible solutions, dissecting errors,
keeping some data and discarding others” (Mezirow, 1992, p.26). But
anger is not suitable for long term motivation. Anger can help
periodically, but must be accompanied by more rationale cognitive
development and other forms of motivation. This is why they must
move on to the next stage.
“Monkey on the Back” Stage (Decision)
Unfortunately, too many failures and barriers come along, and
those particular adult learners need to develop tolerance in order to
have continued success. Elite members of the managerial and
professional class will treat them disrespectfully and remind them of
their past inadequacies and lack of dominant cultural capital as they
move up. Learners must decide whether to accept and adjust to the
“institutionalized insensitivity” of certain individuals who perceive
themselves as superior or with superior sensibilities that give them
the “so called” right to perceive others as having inferior sensitivities,
thus making it OK to be insulting and disrespectful.
Does the individual move on or continue to resist and stay at or
below their new level of competency? By observing and critically
reflecting back on periods in their lives they can also recreate this
stage. In this stage the question is asked: What emancipatory process
must a person from the inner city/rural areas go through in order to
overcome feelings of powerlessness and the shame caused by their
lack of dominant “cultural capital” and accept education as a viable
alternative?
Will their past come back to haunt them? Once a person begins a
transformative process and attempts to improve his or her standing
via the educational process or at work, the “monkey” from the past
returns to haunt them. Many youths understand that future
“demeaning” experiences may exist for them if they attempt to
conform. Very often the sustained effort needed to conform is also
perceived as dangerous, ridiculous and just not worth doing
(Macleod, 1987; Willis, 1977).
These feelings can leave for a while or perhaps forever when an
individual continues to resist learning and accepts his/her minimum
level of competency and puts individual growth and development on
hold. Individuals may recognize their own inadequacies and realize
that the social pain and embarrassment of internalizing differences
in “abilities” or others’ perceptions of their differences in abilities
will occur if they persist in their endeavor as “late bloomers.”
At this junction there is still another choice that must become
the driving force in their own empowerment. Without persistence it
may be that the fear and embarrassment of reaching a new level of
competency and facing new people who will remind them of their
lack of dominant “cultural capital,” in reality holds them back from
personal and/or “professional” development. For example, if a
dropout decides to continue the educational process or tries for a
better job, those lost years will return and feelings of inferiority,
perpetuated by perceptions of their abilities by some of his or her
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new colleagues, may cause the dropout to abandon the endeavor.
Simply put, there is a degree of safety in stagnation.
For it is the person with the “monkey on the back” who must
always try to shake it off. By maintaining or staying at or below a
specific level of competency one can avoid the embarrassment of
perceived differences in “abilities.” It is at this point that I question
well intentioned AL/ABE programs and non-traditional higher
education programs that rely strictly on goal-setting and other
external learning strategies. These programs do not usually address
the internal oppression, resistance and struggles from being
embarrassed when confronted by those with more dominant cultural
capital--those who benefit most by the educational system’s “hidden
curriculum” (Apple, 1981). These learners need to reflect on past
experiences before attempting to make goal-setting and other
learning strategies work. These embarrassments will occur for a
lifetime unless the learners abandon their endeavor, give up and find
a plateau where they can avoid facing these embarrassments. If
adults continue on, some of their new colleagues will assume that the
new worker is like them because of the work level that they are at;
they will have made specific assumptions of their abilities and will
have developed expectations of them.
In a four year study, Sennett and Cobb (1973) interviewed many
working-class people from the Boston area. In their now famous
study, the good working-class people of Boston claimed that
professionalism contributes to separating the classes by abilities.
“The working-class people with whom we talked spoke bitterly about
their sense of people not caring for each other, but being interested
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instead only in their own development” (p. 270). Is this word
“ability” really being used to classify people?
Back in the late 50s and early 60s, most educators stopped using
biological differences and intelligence as their rationale for why some
individuals succeed and others do not. But Murray and Herrnstein,
the authors of The Bell Curve: Intelligence and Class Structure in
American—Life (1994), and other conservative educators and
politicians today are feverishly continuing to promote these euro-
centric theories. Is “ability” simply a new term? According to Sennett
and Cobb working-class people internalize oppression and their
differences and or others’ perceptions of their differences in abilities.
This internalization process causes many people great pain and
suffering.
If the average working-class person internalizes their
differences in abilities with those of the managerial and professional
class, think about how much more adult learners internalize their
perceived differences in abilities. As an individual attempts to
become somewhat “upwardly mobile” via education or the workplace
they are always reminded of their differences in “abilities.” Again, I
call this the “monkey on the back” stage in this developmental model.
Sennett and Cobb refer to a class transformation as a viciously
destructive process.
Managerial and professional “abilities” are highly respected in
the United States. Working-class “abilities” are not. When we talk of
what workers do, we more often refer to skills, but when we discuss
managers and professionals, we more often refer to their “abilities.”
Are abilities and skills almost the same, or does one have more to do
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with intelligence, or is it that people with abilities lack definable
skills?
I have reflected and written much about my own developmental
experiences and behavioral change process over the past few years. I
still experience the same pain expressed by those workers, perhaps
more so since I ve taken it to the doctorate level, and occasionally
consider some events in my past experience as being demeaning.
It may even be worse for individuals who attempt to dress and
act like their new peers. The assumptions and expectations of their
performance level will be high. A person of color or someone from
another culture may be given a small chance, in the beginning, to
perform in their own style. Some people in the managerial
/professional class like to think that they are tolerating diversity and
difference, but in reality they do not tolerate it for long.
Since the early mass arrival of immigrants to the United States,
there have been individuals who have spoken out against intolerance
and about the need to integrate newcomers into the American way of
life and work. At the turn of the century, John Dewey warned about
the gap that existed between what was being preached and what was
in fact the reality. As he saw it, “people were beginning to repeat the
rhetoric of democratic values while living in contradiction of them in
their daily lives” (Dewey, in Lyons, 1986). This particular
phenomenon still plagues us today.
It is more important that an individual “fit” within the
organization. If one does not “fit” they can easily be labeled as
having behavioral problems. Children in school who do not “fit” are
often mislabeled as deviant or having behavioral problems, character
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flaws or even worse-”learning disabilities.” Most organizations are
really looking for conformity, not diversity or differences in
perspectives, even when they advocate otherwise for the people they
serve.
In this stage it takes a series of small successes in order to entice
people to want to continue their efforts and to take risks and thwart
the continued embarrassments and other obstacles initiated by their
new peers or colleagues. In Lodger’s framework, “Step three involves
the constructive act of imagination and results in insight derived
from intuition” (Mezirow, 1992, p. 27). Struggle occurs, but it is the
combination of successes and the “critical” insights gained from
failures that will lead to the development of tolerance, self-control
and the determination necessary to accept lifelong learning as an
option. The development of persistence will help them to choose
continuing on with their education, rather than dropping out of adult
programs. Tolerance and self-control will help them to develop the
discipline needed to work with others who are different and who
cannot or refuse to understand the internal struggles they have gone
through.
With these victories come benefits--but there are also risks. At
this stage they have to make a decision. Again certain individuals
will always remind them of their lack of dominant cultural capital,
abilities and inadequacies as they move up. Learners must decide
whether to use their new self-discipline and to make “trade offs”
with their new colleagues’ insensitivity for the benefits of learning
and moving up. Do they overcome this fear of embarrassment that is
brought on by certain individuals’ insensitivity and mean-
spiritedness and stay at that level of competency where the monkey
is not so prevalent or disappears all together?
It is this kind of development that can keep certain individuals
plugging along. Creativity and imagination must carry an individual
past persistence. W.C. Fields once said” Young man, try, try and try
again and then quit before you make a fool of yourself.” A person’s
determination can be defeated if he or she does not also develop his
or her own creative thinking skills.
It is the will to never quit but only temporarily surrender to the
dominant group until a more creative approach can be found that
must precede or accompany any type of goal-setting. It is the
accompaniment of self-control, persistence, risk-taking and
creativity, developed through the CIG that helps make goal-setting
and other aspects of SDL a viable strategy that may later work for
these individuals, in spite of being “culturally” inappropriate
strategies.
It is easier for people who never had positive role models or
mentors to fall short of their goals than it is to follow through with
the necessary steps needed to achieve them. Unfortunately as stated
previously, goal-setting and other learning strategies may not work
very well with the poor and lower classes. Goal-setting is taken out
of context and transferred to individuals who have never seen any
visible rewards.
Goal-setting is a western middle-class phenomenon and works
because, in that context, there are numerous visible rewards. It may
just work through the development of a positive self-concept,
determination, risk taking, creativity and by making a decision to go
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on despite the monkey on their back. They must use past
experiences, circumstances and insight--the Circumstantial Insight
Grid Developmental Model-to their advantage.
Chip on the Shoulder” (Learning)
At this stage, individuals may want to show others and
themselves that they can do it, have done it and are still doing it, as
demonstrated by this quote from a learner, “Don’t tell me I can’t do
it (Robishaw, 1993b). In addition, one may also need to become
obsessed with learning (a little crazy/masochistic) to want to put up
with these abuses, insensitivities, demeaning experiences and to put
oneself through the process. One may feel inferior intellectually
because of others “abilities,” because they speak with a different
linguistic style (standard dialect,) and because they have different
mannerisms because of their lack of dominant cultural capital. These
feelings of inadequacy and powerlessness can make people resist or
want to retreat to positions of lower levels of competency and
remain at a lower plateau for life. But for those who are a little crazy,
at least “crazy like a fox,” they make friends and persevere, despite
their feelings of inadequacy and inferiority. They learn to tolerate
and ignore the elites in the professional /managerial class and the
status quo, keep negative feelings internalized and remain internally
motivated to continue to learn.
I repeat, at this stage one may want to show others and oneself
that she/he can do it. This is where the “Chip on the Shoulder” stage
really comes into play. An individual must overcome the
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“institutionally” imposed barrier of class differences (cultural capital)
before reaching the final stage in his/her individual development.
There are feeling of discomfort that accompany feelings of
inadequacy and inferiority, and it is these feelings that transform an
individual to new heights. Lodger’s fourth step “.
. . involves release
and openness: a release of the energy invested in the conflict and an
opening of the knower to him- or herself as conscious of being
conscious and to the contextual situation. The last step brings
forward new possibilities for problem solving.” (Mezirow, 92, p. 27)
It is this stage that they learn to eliminate doubts by developing a
chip on the shoulder, and use experiences and life circumstances to
their advantage to “beat the system” through any means necessary.
“Grab Ya” (Action)
Any remaining discomfort or tension needs to be harnessed
through the sheer pleasure of learning and the importance of
education. Education at some point has to “grab” the learner by the
seat of the pants. He or she has to take their own educational process
“by the horns” and move with it.
However, I agree wholeheartedly with community based
AL/ABE programs that accommodate learners because of their
vulnerability due to their many failures caused by schooling. If
programs do not accommodate learners and provide a different
environment, then they will lose students. But I also know that at
some point the learner has to become self-directed through
developing a positive self-concept, and critical awareness-raising
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activities found in the CIG and more specifically the Bottoms Up
Program, can help in this process.
According to Lodger: “This final step in transformative logic is
interpretation of the imaginative solution into the behavior and/or
symbolic constructed world of the context” (Mezirow, 1992, p. 27). If
the learner gets too comfortable then perhaps she/he has stopped
learning. In order to remain an independent SDL, an individual may
need to put a little pressure on oneself, on occasions. It is at this
point that the uncomfortableness needs to give over to the sheer
pleasure of learning— seeing the importance of learning for its own
sake. Socrates said “The unexamined life is not worth living.”
Learning at some point has to “grab” the learner.
Conclusion
The purpose of this chapter was to first establish a rationale
basis for the development of the Bottoms Up Program. It took into
account the previous chapter and used that chapter as the
springboard to begin the development of a secondary level of
rational thought in the construction of an intervention process to
help learners to move towards developing self-direction. A second
dimension of this chapter presented a case for SDL, adult
transformation processes and critical pedagogy.
A third dimension of this chapter, and perhaps the most
important, was a revisit to three previous studies I conducted in the
early 1990s. Those studies not only served as my introduction to
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conducting educational field work, but also served as the primary
basis and rationale for the development of the Bottoms Up Program.
As you will see, this training program used critical pedagogy in
order to allow the learners opportunities to reflect and to share their
experiences through a dialogical process that respected them as
adults with numerous and valuable prior life experiences. It is the
structure which was created that allowed the learners the freedom
and opportunity to develop a more positive self concept and an
improved sense of critical awareness.
Critical dialogue emerged from a series of questions and the
participants’ responses to those questions. Many of the issues for
dialogue were their own. In the next chapter I present this training
design and evaluation methodology, including the data gathering and
data analysis methods.
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CHAPTER III
THE TRAINING DESIGN AND EVALUATION METHODOLOGY
In the previous two chapters I presented what I learned that
was related to the rationale and basis for the development of the
training design under study. Why did I develop this program?
It is important to iterate that the purpose of the study was to
design, develop, evaluate and fine-tune a training program on an
ongoing basis.
This specific training program in question allows the participants
the opportunity to deconstruct their own internalized oppression so
as to be able to later move towards becoming more self-directed. To
fulfill the purposes all five research questions, Intended Enabling
Outcomes (IEO) and one Unintended Enabling Outcome (UEO)
previously stated in the Introduction to this study were addressed.
It is also important to point out that this training program was
only aiming at readiness as indicated by those IEO and UEO. The
following additional UEO are also possible outcomes:
1. Connecting and making clearer the purpose of alternative tools,
strategies and methods used in AL/ABE;
2. Preparing the learners for participatory education practices;
3. Providing the learners with a model for analysis;
4. Teaching the formulation of good questions;
5. Fostering respect for each other;
6. Learning about reading as an interactive process.
The first section in this chapter briefly describes how the
training design was developed. The second section offers a summary
87
of the training design. The third section presents the evaluation work
plan and explains the evaluation design to determine: 1) the
evolution of the training design; 2) the participants’ experiences in
the program; and 3) the critical themes that emerged. Finally, this
chapter explains the data collection and the data analysis processes.
A qualitative approach was used to conduct the evaluation,
although two Likert Type Scale Instruments--Self-Assessment and
Facilitator’s Assessment--were developed to supplement any
qualitative data collection and data analysis procedures to help
determine what the participants learned. A qualitative approach was
especially relevant because the process being evaluated had the
purpose of directly benefiting the participants. Their feedback was
most important. In-depth information from the participants and
others was necessary in refining the training design so as to better
be able to meet the needs of learners in the future, as well as helping
to determine what they learned by being participants in the
program.
The Training Design
Overview of the Development Process
The development of this training program has taken place over a
five year process. As discussed in Chapters I and II, I had previously
conducted inquires into resistance, persistence and the situational,
institutional and dispositional barriers adults faced when returning
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to school. I eventually narrowed that focus to specifically look at
some of the dispositional barriers adults faced when returning to
school. I combined what I learned from the review of the literature,
from research projects conducted directly with students, from my
own self-reflections on certain life and work experiences and from
the creation of a staged developmental model based on some of those
growth experiences. These included taking part in all the activities
that came with the “turf,” beginning with growing up in a large inner
city housing project. An elaborate and complex evaluation plan was
later designed and conducted throughout the entire developmental
process.
The above paragraph implies a nicely achieved linear approach
to the development and the fine-tuning of the training design. But
what it doesn’t tell the reader about is the non-linear, non-social
scientific inquiry process that also went into the development of the
Bottoms Up Program and the writing of this report, and I am not sure
if I can fully describe it.
Perhaps the late Jonathan Most put it most succinctly. For those
non-New Englanders and non-sports fans who are unfamiliar with
Jonathan (Johnny) Most, he was the long-time radio announcer for
the Boston Celtics. One of his most “often-used,” “over-used” and
“redundant” descriptors for what the ballhandler was doing while
dribbling back and forth with the ball close to the basket for an
extended period of time, with no obvious strategy, was the term
“fiddling and diddling.”
The development of this training design was probably more of a
process of “fiddling and diddling” with course work, the literature,
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previous research, my own previous research, testing and more
testing, my own reflections on previous work and life experiences,
hunches and guesses, discussions with colleagues, writing and
publishing of five somewhat related articles during the development
process, meetings with my committee and perhaps going as far back
as the writing of several admission essays, than the foregoing
paragraphs make it all sound. The creative and imaginative process
and program that emerged and developed was as much a result of
fiddling and diddling” as it was the result of linear planning.
Anytime during the remainder of this report that I have difficulty
describing the developmental process I will be referring to the
“fiddling and diddling” process.
The Program
The primary purpose of the Alternative Self-Directed Readiness
Training Program was to allow adult learners the space to reflect
upon their past experiences with schooling, upon the educational
system and other topics and to participate in a dialogue with their
classmates in an AL/ABE program. It was important to remember
that no two learners were alike, no matter what the diagnoses. No
two learners responded in the same way. Sensitivity was most
important when facilitating discussions brought up in the training
program. Figure 3.1 (located at the end of the chapter) displays the
full model.
The participants spent about fourteen hours in seven
components. In each of the first six components we examined two
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different yet related-polarized themes-issues in AL/ABE. In each
of these six components, the students were first asked to share with
each other and the facilitator their opinions, perspectives and
personal experiences on issues that related to their experiences. I
served as the facilitator and began the process by presenting the
topics for discussion with a very brief statement, followed up by
several probing questions to stimulate discussion. Later different
opinions and perspectives were added in the form of Polarized
Themes:
Fictitious case studies and hypothetical dialogues
• Brainstorms
• Games
• Other activities
What follows is the basic plan for the first component. The next
five components were facilitated in much the same fashion. The
purpose of the seventh and final component was for review and an
evaluation. That process will be discused later in this chapter.
The Seven Components
It is important to stress that to make each separate component a
success and more valuable, the participants were encouraged to talk
about their personal experiences, perspectives, opinions and values,
as they related, and encouraged to go beyond their initial position by
comparing, contrasting and weighing other positions or views
carefully against their own.
Critical pedagogy advocates for getting the participants’
perspectives on what is being studied first. The Bottoms Up Program
also attempts to get the participants’ perspectives as advocated in
the Study Circle (1993), National Issues Forum (1994), as well in the
critical pedagogy literature.
Next, I introduce outside perspectives through the polarized
themes and then continue the discussion process from there. The
polarized themes and the critical dialogues (taped and edited
transcriptions of the participants’ dialogues) made up the crux of
each component. The polarized themes are located later in this
section and major excerpts from the original critical dialogues that
emerged from the taped discussions of each field test are located in
the next three chapters.
Each component of the program balanced a range of skills and
knowledge that met the needs of the participants. The purpose of the
first component was to set the stage, set the ideal conditions for
discourse and to develop solidarity and trust between the facilitator
and the participants and among the participants. The participants
were then guided through the next five components: 2) Awareness;
3) Understanding; 4) Decision; 5) Learning; and 6) Action. The final
component, 7) Closure, was for a review, evaluation and closure—
a
focus group discussion method was conducted with the participants.
What follows in figure 3.2 (located at the end of the chapter) are the
program objectives for each component.
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Materials: Polarized Themes
The first goal was to get participants’ perspectives, then to
introduce outside perspectives through the polarized themes and
then to continue the discussion from there. Figures 3.3 to 3.14
(located at the end of the chapter) include the complete set of
polarized themes used to introduce outside perspectives.
The Six-Step Facilitating Process
The facilitation of each component is a six-step process: 1)
Facilitator’s Overview; 2) Guiding Questions: The Learner’s Side of the
Story; 3) Polarized Themes; 4) What Do You Think About It Now
Folks; 5) Hey How Did It Go Guys; and 6) Group Editing of the
transcriptions to create the written critical dialogue from the
previous workshop.
Facilitator’s Overview
The Overview served to introduce the second step, the “Learner’s
Side of the Story.” Here the component objectives were presented. A
brief 5-10 second statement about the topic was also required by the
facilitator to initiate the discussion that would take place during the
second step.
The facilitator “occasionally” took part in the ensuing discussion,
offering his perspective and experiences with the issues raised.
9 3
Guiding Questions: The Learner’s Side of the Story
The “Learner’s Side’’ served as an opportunity for each
participant to discuss the topics, issues or concepts presented in the
“facilitator’s overview.” Each component closely examined two often
opposing constructs or theories. Although use of the words
“construct” or “theories” were avoided, lively intellectual discussions
often transpired based on the learners’ own “lived” experiences with
the particular phenomena in question.
The facilitator “threw out” for discussion a word, phrase or
metaphor and asked such questions as:
1. What does the word (solidarity/self-directed learning/
resistance) mean to you?
Can you give examples of ?
2. Why is important to you?
3. How does affect your life?
4. What kind of emotion does raise?
Polarized Themes: Imaginary Case Studies and Other Activities
Two case studies, role plays or other activities have been
developed to introduce outside perspectives on the issues in
question. The group either reads the first one silently or an
individual reads orally to the rest of the group while they follow
along. Some activities may be acted out, as in the case of role-plays.
Other activities include brainstorming and games.
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Comprehension and discussion questions are located at the end
of each reading (polarized theme). After a discussion of both readings
and their respective comprehension questions, other questions are
used to compare, contrast and to look for advantages and
disadvantages of each view. The following are examples of the
questions used to get at the strengths and weaknesses:
1. Which concept or issue are you more in agreement with?
2. What are the advantages and disadvantages of each
perspective?
3. What should the system/individual have done differently?
4. Are they totally opposite or is it possible to draw from the
strengths of both?
What do You Think About it Now Folks?
The facilitator continues to propel the discussion along to
another dimension by seeking to bring the participants to a common
understanding about the issues. After first stating their perspectives,
then listening and discussing other perspectives, some participants
will perhaps see the issues in question in a different light.
Hey, How Did it go Guys?
The facilitator summarizes the day’s events, asks if he/she can
answer any final questions and conducts an informal evaluation.
Next he/she passes out the learning log as part of the evaluation, to
9 5
be completed later. This particular evaluation tool is discussed later
in the chapter.
Editing the Previous Week’s Transcription
The facilitator passes out the abridged version from the previous
component. The participants look for errors and any comments made
that they would prefer not to be included in the bound collected copy
of the seven critical dialogues.
The Evaluation Methodology
This section describes the evaluation process that took place.
There were two primary evaluation areas of interest:
1 ) The evolution of the training design.
2) The participants’ experiences in the Bottoms Up Program.
A secondary evaluation area of interest was: 3) the emergent critical
themes from both trial runs.
There were also three stages involved in the evaluation work
plan: 1) pre-testing the design with colleagues, a program director
and learners; 2) field-testing; and 3) post-testing. I have chosen to
present the evaluation process in this chapter, the next three
chapters and the final chapter according to my three evaluation
areas of interest.
Within each chapter I present only the pieces of the evaluation
stages that are applicable to each area. What follows is a map of the
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next three sections of this chapter, as well as the framework for the
next three chapters:
1 ) The evolution of the training design.
A. Stage One: Pre-testing the design
1. Phase 1: with colleagues
2. Phase 2: with a program director
3. Phase 3: with learners
B. Stage Two: Field-testing.
C Stage Three: Post-testing.
2) The participants’ experiences in the Bottoms Up Program.
A. Field-testing.
B. Post-testing.
3) The emergent critical themes from both trial runs.
A. Field-testing.
B. Post-testing.
The Evolution of a Training Design
What follows is a list of specific questions that I found myself
asking in order to help determine any changes that needed to be
made in the draft versions of the model:
1. What issues arose in the implementation of the training
program?
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2. What were some of the problems with the training program?
3. Did the training program communicate what I wanted it to
communicate and did it do what I wanted it to do?
4. How did I come up with an improved design?
5. Are there still problems with the design?
Stage One: Pre-Test Process. Phases 1-3
Before conducting the first field-test, I assessed the likelihood
that the training design, in its original format, would be effective by
pre-testing it with two colleagues from the University of
Massachusetts, one program director and several adult learners. The
purpose of the pre-testing was to obtain input on whether or not the
training design had a good chance of being successful, to improve and
refine the design based on the participants feedback and to test
assumptions. A draft instrument was also developed for the purpose
of testing some of those assumptions made in the Circumstantial
Insight Grid (CIG) Developmental Model already discussed in Chapter
II.
After the development of the first draft of the training design,
various additional instruments were also developed and refined.
Copies of those instruments not found in the text are available upon
request.
During the first phase of the ongoing evaluation process two
colleagues, acting as themselves, received a copy of the original
training design and the dissertation proposal to review. Later I
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shared some additional insights about the training program with
them in order to get their verbal feedback. They also received a copy
of the pre-test questionnaire to fill out and a draft copy of the
Student Self-Assessment instrument to evaluate.
Both participants were interviewed together for two hours after
they had reviewed all the materials. The interview was taped and
the tapes were transcribed. Part of the transcriptions was integrated
with some of their written comments from the pre-test questionnaire
and used to make up a mini-critical dialogue located in the beginning
of the next chapter.
After further refining the design based on feedback from Phase
1, I took a different approach to the pre-testing process in Phase 2.
The second draft of the design was shared with the Director of the
Adult Education Center where the initial field-test would be
conducted. I asked her to focus on the polarized themes and to
provide me with feedback about their applicability with low level
learners. The director of the program was considered by many in the
field to be an excellent resource person on the appropriate use of
materials with low-level readers.
In Phase 3, the design was presented orally to about thirty
prospective students in two separate meetings. A discussion ensued
regarding whether this training program could be of benefit to some
students in the AL/ABE field. In addition, a brief interview was held
with one of the prospective participants. The interviewee also filled
out a pre-test questionnaire.
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Stage Two: Field-Testing
Field notes were taken immediately after conducting each
component. This was accomplished through self-dialogue tapes, as
well as hand-written notes. Each component was also audio taped
and fully transcribed. Seven critical dialogues were developed from
each set of raw data and served as the basis for the content analysis
of each respective field-test.
Ongoing evaluation was used throughout the implementation of
the training program for the purpose of modifying and improving the
training design. Testing the design further tested assumptions and
contributed to the overall problem-solving process. What issues
arose in the implementation of the training was the fourth research
and the actual implementing question.
It was important to recognize and to emphasize that it was the
investigation of problems through formative evaluation that was the
key characteristic of this study, not the training program’s theoretical
sophistication nor its ability to conform to scientific or social
scientific criteria. The problem-solving aspect of this study began
with the planning of the training design, continued through to the
pre-test stage and right into the field-test stage.
There were two trial tests of the Bottoms Up Program. The first
one was conducted with two adult literacy students. The program
was implemented and evaluated and a third draft of the training
design was refined in preparation for the second field-test. The
second field-test was conducted with six participants. One student
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was an ESL student, one was a pre-GED student, and four were GED
students.
Again the primary purpose of the entire evaluation was to: 1)
continue to test assumptions and to solve problems in the training
design, and 2) observe for movement towards achieving the IEO.
In order to fulfill the purpose of the formative evaluation, I
addressed the three specific evaluation areas of interest. The analysis
of the information provided by the responses to the questions is
presented in Chapter IV, V and VI. Various evaluation activities
were integrated into the training program and will be discussed later
in this chapter.
Formative evaluation was again used throughout the
implementation of the second field-test for the purpose of
determining how the model impacted on their learning and
modifying and improving the training design. Testing the design also
further tested my assumptions and contributed to the overall
problem-solving process.
To fulfill the purpose in designing a new formative evaluation
plan for the second field-test of the training design, many of the
same questions were addressed again. In addition several new and
different questions and issues were addressed based on what I
learned from the initial trial run. Different modifications were made
to the design and were “tested out” in the second field-test. The
modifications made to the design are fully addressed in the
upcoming chapter.
In analyzing the responses to all the questions the purpose of
the formative evaluation was achieved. Evaluation activities were
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integrated into the training program. Many of the same evaluation
activities used in the initial field-test were also included in the
evaluation of the second trial run.
Conducting these activities was helpful in ensuring a more
developed design. The ongoing evaluation and analysis of the
information collected continued throughout the second field-test of
the training program. The structured evaluation process occurred as
part of each field-test.
Conducting Foc us Group Discussions
A one and a half hour focus group discussion was conducted at
the end of each field-test. One purpose in using this methodology was
to get feedback from the participants on how to improve the design.
A focus group method was a good choice in obtaining valuable
in-depth insights. This focus group process was designed and
implemented to obtain opinions and perspectives of the participants
and led to several recommendations on how to improve the
intervention process for the next field-test, as well as getting their
opinion on whether the program was effective.
The learners participated in a discussion with their peers in
order to produce in-depth responses to a chain of questions
pertaining to the Bottoms Up Program. Were they able to determine
some of the strengths and weaknesses in the design?
When the learners from the Bottoms Up Program participated in
a focus group did the ensuing discussion lead to the desired results?
The design and choice of the specific questions was the most
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important aspect in planning for the focus group discussion. The
original order of the questions went from more general questions
about the program to more specific questioning about the strengths,
weaknesses and areas needing improvement. The participants were
instructed not to respond with yes or no answers. Probing questions
were also designed and used to bring the discussion to another level
of analysis, and in instances where the participants did respond with
yes, no, or other one word responses.
The participants were given a ten minute overview of the focus
group process. As a result of the focus group discussions the
participants were able to:
1. Identify some general strengths and weaknesses of the design.
2. Discover alternative approaches to make the process more
interesting.
This method allowed the participants the space to reflect upon
their experiences as participants in order to brainstorm information
upon which to base their recommendations for change. The
recommendations were implemented, the findings were analyzed
and are presented in the following chapters.
When the participants in the focus groups are familiar with the
process or product, they can best share their attitudes and
perceptions to influence each others’ opinions. Since the participants
were familiar with the Bottoms Up process, the focus group
methodology was an excellent choice. Conducting all the activities
and obtaining participant responses to the focus group questions
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were also helpful in ensuring a more fully developed design. The
ongoing evaluation process was continued throughout the field-
testing of the training program with two separate groups of learners.
The structured evaluation process occurred as part of each field-
test. The participants were consulted on how to improve each
component for the next field test. What follows are those questions
asked in the focus groups that specifically applied to the refinement
of the training design:
1* Briefly reflect upon the components or case studies. Which ones
did you like best? Probe: Why?
2. What problem-solving issues arose in each component? Probe:
Were there any problems within any of the six components?
3. Is there anything you would change about the Bottoms Up
Program?
4. Are solidarity and trust-building necessary for a successful
program? Probe: If the program were facilitated by someone
else, would you have said less about your own experiences?
5. Do you think the program can make a difference in some
students’ lives? Probe: In the lives of new students? Can it be
useful in other adult education programs? Should it be
conducted before they start the program or at the same time?
Why?
6. Do you think the Bottoms Up Program met its purpose? Probe:
In what ways? Can you give examples?
104
Each of the two focus groups were audio-taped. The
recommendations from both discussions were applied to improving
and refining the design.
Post-Testing
The evaluation process continued after the focus groups were
completed. One purpose of the post-test stage was to continue
gathering information about whether the training program did what
it was intended to do. The fifth and final research question guided
the designing of the post-testing process. Did the training program do
what it was intended to do?
I returned to each field-test site roughly three to six months
after completing the training program. I conducted a group interview
with participants from both sites. I took field-notes and created self-
dialogue tapes directly after the interviews. In addition, each
interview was audio-taped and transcribed and excerpts from each
transcription are offered as evidence in the upcoming chapters.
Data Collection and Analysis Methods
Pre-Test Stage
During the pre-testing stage I took a deductive approach to the
analysis process. I prepared and asked numerous questions. Most of
the responses by the participants in the pre-test stage were applied
105
towards improving and refining the design in preparation for the
first trial run.
The data that emerged from the various instruments and taped
interviews with colleagues and learners were collected, analyzed and
the first draft was revised and refined in preparation for the first
field-test. Producing another draft version of the design concluded
the pre-testing stage of the formative evaluation process. Usually I
asked the participants why they felt that this change would be
appropriate.
Throughout the development and improvement of the design
process I continually held an internal self-dialogue about what was
going on. Often I would ask myself:
1. What might happen if I take and apply their recommendations?
2. Why do I think this would happen?
Only then would I take their advice. The findings were used to
develop analytical summaries, propositions and to formulate
hypotheses. These explanations and hypotheses were used to make
changes and strengthen the design prior to the actual field-testing.
Field-Testing Stage
I used a deductive approach to the analysis of the observations
made during all the components of each trial run. I started with a set
of questions and made notations about changes that needed to be
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made according to my own observations within each component of
the program.
The focus group discussions were the most important approach
to gaining insight directly from the participants. I analyzed their
responses against the questions by again asking myself a series of
why? or what if? questions about their recommendations, as well
as my own. Analytical summaries and hypotheses were again
developed and used to strengthen the program either for the next
field-test or for the final report. I conducted a cross-case analysis of
the two focus groups responses to questions that pertained to the
improvement of the design, and they are presented in the next
chapter.
The Post-Testing
I returned to the test sites a few month after completing the
program. The content of the taped interviews were analyzed against
the questions I asked both groups. I also analyzed the field notes of
my meeting with the director and coordinator of the second group.
Since I did not have much to go on I had to make inferences based
on some of their statements.
Again all recommendations were filtered through a set of basic
“why?” and “what if?” questions before accepting them. Analytical
summaries and hypotheses were developed and used as a basis for
making changes that would improve the program.
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The Participants’ Experiences in the Bottoms Up Program?
What follows is a list of questions that I found myself asking in
order to determine what the participants were actually learning. I
asked these questions to determine if there was any change in the
different learners and how the Bottoms Up Model impacted on their
learning.
1 . Did the participants move towards becoming more self-
directed?
2. Did the participants develop solidarity and trust?
3. Did the participants unlearn the blaming-the-victim mentality?
4. Did the participants unlearn the shame issue of returning to
school as an adult mentality?
5. Did the participants recognize and give themselves credit for
overcoming barriers to returning to school?
6. Did the participants unlearn the self-fulfilling prophecy that
they were incapable of academic work?
7. Did the participants identify with any of my key assumptions?
8. Did the participants move closer towards developing more of a
sense of critical awareness?
9. In questions 1-8, how much change was there in the
participants based on the different indicators that were chosen
for each question?
10. Could I tell by the way they talked and interacted how much
change there was in the participants?
11. Did they resist or persist?
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12. How did I measure the change?
13. How did I collect information needed to measure the change?
14. How did I analyze the information?
How did the participants show change? I could often tell through
observing, taking field notes and analyzing the content of the tapes. I
observed and listened to the way they were talking and interacting
with each other and with the facilitator.
I also selected thirty indicators in order to help determine if the
participants were actually learning what was intended for them to
learn and were they showing movement towards achieving the IEO.
Were there any changes in the participants and how did the Bottoms
Up Model impact on that change and on what they learned? These
indicators are listed and located in Chapter V on page 264.
What Information was Needed to Answer the Evaluation Questions?
The most important signs and information came directly from
the feedback and observations of the participants. I would locate and
discover evidence that the learners were achieving progress towards
the IEO and UEO as revealed in the thirty indicators.
Were there any attitude and behavioral changes? What do they
know now that they didn’t before? What skills did they learn or
improve upon? Was there any definable behavior on the part of the
learner that is a result of moving closer to developing self-direction?
What did I find out about change?
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The intent of those thirty indicators were to help produce some
evidence of the participants developing a more positive self-concept
and movement towards developing a stronger sense of critical
awareness.
How Did I Gather That Information?
I gathered information, first of all, by observing the participants
for changes in attitude and behavior at the beginning, their
interactions during the program and recording these changes after
each component and at the end of the program and three months
later. I also recorded the content of the critical dialogues on tape. In
Chapter V, I display some of the content of the discussions in a cross-
case-analysis--component by component. Within each component I
also address specific questions I asked in order to determine if there
was any change in the different learners and how the model
impacted on what they learned.
What Measures Did I Use?
I depended on the findings from two important tools in the
analysis to determine what change occurred in the participants. The
first was the participants’ self-assessment instrument and the results
from the first trial run are presented in Chapter V. The participants
completed this instrument before, at the end of the program and
three to six months later.
The second was the facilitator’s assessment instrument. I used
this instrument after each component, at the end of each field-test
and roughly three months later and the results from the first field-
test are also presented in Chapter V.
Another purpose of the post-testing was to attempt to clarify
any assumptions about the training program. Finally, was it
worthwhile to continue to try and promote this process in the field of
AL/ABE?
The Emergent Critical Themes
Unlike the first two evaluation areas of interest the final area
under consideration is secondary in importance to the fine-tuning of
the training design. In preparing for this evaluation area of interest,
I discovered in fact that a whole new dissertation could be developed
out of my preferred methodological approach.
I continue to integrate into this report disclosures from my past
experiences, as well as presenting pieces of my own internal frame of
reference. I use these experiences as “heuristic” devises for
uncovering truth.
The root meaning of heuristic comes from the Greek word
heuriskein, meaning to discover or to find. It refers to a process
of internal search through which one discovers the nature and
meaning of experience and develops methods and procedures for
further investigation and analysis. The self of the researcher is
present throughout the process and, while understanding the
phenomenon with increasing depth, the researcher also
experiences growing self-awareness and self knowledge.
(Moustakas, 1990, p. 9)
Heuristic inquiry involves a very structured methodology. For
example, a person who is blind and conducts interviews with other
people who are blind and reflects upon his/her own experiences with
this phenomena is doing heuristic research. In conducting heuristic
research.
First the researcher must have personal experience with and an
intense interest in the phenomenon under study. Second, others
(co-researchers) who are part of the study must share an
intensity of experience with the phenomenon. Heuristic inquiry
is not inquiry into casual experience. Heuristic inquiry focuses on
intense human experiences, intense from the point of view of the
investigator and co-researchers. It is the combination of personal
experience and intensity that yields an understanding of the
essence of the phenomenon. Patton, M. Q., 1990
,
p. 71)
Other examples of heuristic research phenomenon that have been
studied in depth include loneliness, shyness and transforming self-
doubt into self-confidence.
At first I wanted to use this new and exciting research
methodology in responding to the third evaluation area of interest.
Because of the complexities and rigor required, I have chosen instead
to use a cross-case study approach, but also to continue to reflect
upon some of my own critical life incidents that might support the
findings.
What follows is a list of questions that I found myself asking in
order to analyze the critical dialogues:
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1. What issues or themes emerged from the critical dialogues that
interested me the most?
2. What did the research and social theory literature have to say
about the themes that emerged from the critical dialogues?
3. How did specific critical incidents from my own life experiences
relate to these themes that emerged from the critical dialogues?
Data Collection Activities
As previously stated, each component of the program was audio-
taped, transcribed and edited to create the student’s collected copy of
the critical dialogues. In Chapter VI, I present a series of quotations
from the participants that flow directly from the seven critical
dialogues in both field-tests. Using an inductive approach, several
themes emerge directly from the raw data. Patterns were formed
that made up the resulting analytical framework.
In reviewing the literature in Chapter I and II, I was able to
compare, contrast and integrate some of the related social theory
found in those two chapters to what the participants had to say. In
reviewing the research I was also able to not only compare, contrast
and support what the participants in the Bottoms Up Program had to
say with my own previous research, but to the research conducted
by others as well.
A follow-up interview was conducted with both groups to verify
if what the participants had to say during the program still held true
three to six months later. This was a method used to double check
with the participants on some of the findings from the cross-case
analysis.
In a self-dialogue, I was able to reflect back on some life
experiences that give support to what the participants had to say
during the critical dialogues. I provided this support for what the
participants had to say in the form of critical incidents from my own
life experiences.
Data Analysis
Again, an inductive approach was used in order to obtain the
emergent themes, categories and patterns directly from the raw data.
Numerous pages of transcriptions made up the raw data used to
discover these emergent themes. I took a full copy of the written
transcriptions of the two sets of critical dialogues and cut them into
strips and taped them to 5x8 cards. I slowly turned them over one
by one until I had about a dozen or so important themes. I
eliminated the ones that were least related to the rest of the study.
I interpreted and made a few inferences and generalizations
from the findings. In the end I developed a series of analytical
summaries and propositions and formulated a set of hypotheses. In
chapter VII, I present a description and the forgoing analysis of
these findings.
Data Analysis Approach fo r the Summative Evaluation That Wns
Related to the Critical Themes that Emerged from Both Fielri-Tp<tu
Some excerpts from the transcriptions of the taped interviews
from each follow-up session are also presented in Chapter V. I
double-checked with the participants during part of the post-testing
process to see if they were in agreement with some of the patterns
that emerged from the original cross-case analysis.
The cross-case analysis approach and the double checking with
participants during the post-testing stage produced some very
interesting results and answered particular questions about what
specific adults’ earlier schooling experiences contributed to:
1. Why they dropped out of school;
2. Why they did not do so well the first time;
3. Why they resisted schooling;
4. Why they resist adult education programs;
5. Why they do not persist with their studies.
Several major concepts emerged from the critical dialogues. These
concepts formed the resulting analytical framework.
Conclusion
In this chapter I first described what went into the development
of the training design. Some of what went into the development was
linear and the result of systematic planning and some of what went
into the development of the process was a matter of “fiddling and
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diddling” over the years with different ideas. Second, I explained the
evaluation process used in presenting the next three chapters.
The next three chapters are in response to my three evaluation
areas of interest: 1) the evolution of a training design; 2) the
participants experiences in the Bottoms Up Program; and 3) the
emergent critical themes from the process. This concludes the
Methodology and Evaluation Chapter. All the steps included in the
development of the program and the development of a complex
formative and summative evaluation process have led to an excellent
analysis and evaluation of the training design.
The next chapter begins with a description of the preparation
that was needed before conducting the field-test, a description of the
field-test site, and the logistics involved in making entry and setting
up. It also includes a discussion of the problems that ensued during
the implementation and the suggestions and recommendations that
went into the fine-tuning of the Bottoms Up Program. In all, it deals
with the evolution of a training design.
I. Seven Components:
Component I.
Component II
Component III
Component IV
Component V
Component VI
Component VII
An Introduction
Awareness
Understanding
Decision
Learning
Action
Closure and Reflection
II. Materials: Polarized Themes
Component I Three Students Enrolled in a Community Adult Education Program
Discuss he Idea of Solidarity.
Three GED Students Discuss Self-Directed Learning.
Component II John Doe: Do Some Schools Reproduce Workers?
Tonya Smith: Do Some Schools Offer Equal Opportunities for All?
Component III John Doe: On Getting Angry, or It Wasn’t Learning That I Didn’t
Like, It Was Schooling
Tonya Smith: On Developing Persistence-Sure There Are Always
Setbacks Before Success.
. . .
Component IV John Doe: Why Adults Resist Attending Adult Education
Programs
Six Students Discuss Developing Persistence in an Adult
Literacy/Adult Basic Education Programs
Component V Six Learners Discuss Developing Persistence in AL/ABE Programs
Three GED Students Disuss More About Self-Directed Learning
Component VI John Doe: Guest Speaker
Examining Self-Directed Learning Tools
Component VII Review
Focus Group Discussion
III. The Six Step Process: How to Facilitate Each of the First Six Components
1. Facilitator’s Overview
2. Guiding Questions: The Learner’s Side of the Story
3. Polarized Themes: Imaginary Case Studies, Roleplays, Brainstorming Sessions,
Games and Other Activities
4. What Do You Think About it Now Folks?
5. Hey How Did it Go Guys?
6. Creating the Critical Dialogue Book
Figure 3.1. The Bottoms Up Training Design Model
Component I: Introduction
Objectives: As a result of the first component in the group discussions the participants
will have/been:
1. Welcomed to the group;
2. Introduced to each other;
3. Discussed the goals and objectives, logistics and schedule;
4. Discussed the conditions for ideal discourse and been introduced to the group
facilitator and group discussion format;
5. Discussed in a small group format--solidarity and self-directed learning;
6. Worked towards developing solidarity and trust with each other and the facilitator.
7. Discussed briefly some of the metaphors used in the Circumstantial Insight Grid.
Component II: Awareness
Objectives: As a result of the second component in the group discussions the participants
will have:
1. Shared past personal experiences with schooling;
2. Discussed theories on how schools produce workers and opportunity for all;
3. Discussed briefly some of the metaphors used in the Circumstantial Insight Grid
Component III: U nderstanding
Objectives: As a result of the third component in the group discussions the participants
will have:
1. Discussed issues of failing in the formal schooling system;
2. Discussed the concept that learning from failure is an important part of personal
development;
3. Discussed resistance and persistence theories;
4. Discussed briefly some of the metaphors used in the Circumstantial Insight Grid.
Component IV: Decision
Objectives: As a result of the fourth component in the group discussions the participants
will have:
1. Decided to continue on with their educational effort;
2. Discussed resistance and persistence in Adult Education;
3. Discussed briefly some of the metaphors used in the Circumstantial Insight Grid.
Component V: Learning
Objectives: As a result of the fifth component in the group discussions the participants
will have:
1. Discussed in depth self-directed learning theory and persistence;
2. Learned to use tolerance and self-control when dealing with perceived elitist
behavior from their peers, colleagues, co-workers and supervisors;
3. Discussed briefly some of the metaphors used in the Circumstantial Insight Grid..
Figure 3.2. Component Objectives
Continued, next page.
Component VI: Action
Objectives: As a result of the sixth component in the group discussions the participants
will have:
1. Increased the intensity of effort and moved closer to becoming self-directed
learners;
2. Increased the intensity of effort and moved closer to becoming lifelong learners;
3. Discussed managing their own learning tools;
4. Discussed all of the metaphors used in the Circumstantial Insight Grid..
Component VII: Closure and Reflection
Objectives. As a result of the seventh component in the discussions the participants will
have:
1. Briefly reviewed all six previous sessions;
2. Discussed in a focus group format the strengths and areas needing improvement in
the Bottoms Up training program.
Figure 3.2 continued
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Vocabulary: 1. Respect 2. Trust 3. Dialogue 4. Abilities 5. System
6. Separated 7. Development 8. Dignity
(A voice is heard: What is solidarity?)
Reggie: When I hear the word solidarity I think of my union. I feel safe at the union hall
and with my union brothers and sisters.
Connie: Right on Reggie!
Maria: Yeah, I feel respected by the union members for who I am, not what is expected of
me. I don t have to try and be someone I ain’t. You know what I mean?
Connie: Maria, I told you about using ain’t a hundred times now.
Maria: Connie, give me a break will you?
Connie: OK OK! It is like the respect you get from your family almost. You can trust most
people. You can count on them not trying to hurt you. Your family doesn’t try to separate
you by abilities and neither does the union.
Reggie: By George, I think you “hit it.” In school we were always separated by abilities.
Maria: People don t care about other people anymore, they only care about their own
development. Sometimes I h&ig this system , at other times I just love to beat the system .
You know, coming back to school as an adult and showing them I could have done this
educational stuff as well as you if you had just let me do it.
Reggie: Maria, sounds like you got a bit of a “chip on vour shoulder.” hut that is good,
you need that once in awhile. Well, well, I think we are getting a bit “off track” here
Maria, but that is OK, get that stuff out if you want, it is important to get it out. Let me
see, but jhi§ school is different we are treated with respect. Man, the practitioners know
we have this “monkey on our back.” but they still treat us with dignity . You know what I
mean?
Connie: But we are like a family here or maybe more like a community. It is different. We
work together on a lot of things. We work together. People come together and work on
special projects, options and goals.
Maria: Reggie, I know I get a little “off track” once in a while but I trust people here. I
can do that. I'm not ashamed to be here. What were we talking about? Ha, Ha, Ha, only
kidding. Yes, it works because we have many of the same life experiences, problems and
barriers. That is why we can develop solidarity.
Reggie: Well, guess we explained what solidarity means.
Maria: Who asked that question anyway?
Questions:
1. According to the dialogue between the three students the most important part of
solidarity is being respected by other members of the group.
Do you agree or disagree? Explain.. Can you give examples of other groups that develop
solidarity?
2. Reggie talks about it being different at his school. If it is different it will be better.
How does it have to be different?
3. According to Maria it is important to sometimes want to “beat the system.” What does
this term mean to you?
4. Maria mentioned “love and hate.” What does that expression mean to you?
5. What does the expression “Chip on the shoulder” mean to you?
Figure 3.3. Component One: Three Students Enrolled in a Community
Adult Education Program Discuss the Idea of Solidarity
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Vocabulary: 1 Evaluating 2. Motivation 3. Self-control 4. Reflect5. Ashamed <S. Managing 7. Dialogue 8. Persistence
(A voice is heard: What is self-directed learning?)
Roberto. Well, that s an easy one. Why it is learning by yourself. Ha, Ha, Right 9
anne: Ha, ha. Yes, but that is too simple if you ask me. I would say it is manarin* vn„r
2gn
,
ltar," n |
V
Y0U k "0"'- airing W Wh s, it is von need to learn se.tinTZrninnim
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1 ' ev®“ £hw?ing vour 9wn materials
, maybe with a teacher’s help maybe not Let’s see
IZ
P* y.1 " 8 th<? WaY VOM l^rn - 11 is also evaluating vour own learning and, and
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Sidney: Wait a minute, wait a minute, wait a minute.
. . that stuff is important, but when'you use the word Sfill you are first talking about what is going on inside of you Right 9
Don’t you get it? Self, it is inside of you.
Roberto: Yeah, like motivation. I’m motivated to feed my kids and get them to school andfind good bargains on clothes. It is the same with learning.
Dianne: Well yes, but it is also deep inside stuff too, you know like
self-confidence. When I first came back to school as an adult I wasn’t ready for all that
stuff and would not understand what we are talking about now. I do now because I changed
a lot and I’m ready for it now, but not back then. I was only motivated to show up in class
the first day-that was all. Think about it. Reflect back on it guys.
Sidney: Hmm, I know what you mean. How can you be self-directed ... I didn’t even
think I could do all this academic work, even with a teacher, never mind without one. Are
you crazy! I left after the first night when XYZ Program stuck me in a corner for three
hours with a Pre-GED book. Get this, a guy came by twice, looked down at me and said,
How’s it going--good!” and walked away.
Dianne: You might be on to something man. I was so ashamed because I had to come back
to school. I blamed myself because I thought I was so stupid (Dianne recently completed
her GED). I felt Jocked out of the world.’’ I felt that I had no chance for another way of
life. These programs better teach folks what SDL is first, not just do what they did to Sid.
Boy what #*@& they are.
Roberto: Dianne watch your language. I wasn’t ready for that stuff either. I had so many
problems to overcome. I couldn t stick to it
. Who is going to baby sit, how am I going to get
there, should I take a second job instead of going to school. Besides all that inside garbage
you guys talk about I just wasn t very persistent
,
you know. At the time we just weren’t
ready for SDL.
Dianne: We are OK with it now, but some students can really get a lot out of dumping all
that garbage first. Get it out and move on with your studies. That is the more important
side of it, not the classroom stuff. That will come later, in fact we can talk more about that
later, like tomorrow. We are into overtime again, as usual. See you guys tomorrow, I’m out
of here.
Questions:
1. According to the dialogue between the three students the most important part of SDL is
managing your own learning. Do you agree/disagree? Explain.
2. Barriers, both inside and outside make it difficult to manage your own learning. Why?
Why not?
3. Dianne said thinking about and reflecting back on the past. It can help some students
get ready for SDL? How can it help? Some people say forget the past and move on. What do
you think?
4. Dianne said “locked out of the world,” what does it mean to you?
Figure 3.4. Component One:
Three GED Students Discuss Self-Directed Learning
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Vocabulary: 1. Suburbs 2. Labeled 3.
Similar 6. Evidence
Behavioral problems 4. Advice 5.
J
n
hn D
- 42’" an unemPloyed construction worker. He has been unemployed for 3years. Even the local factories close to where he grew up will not hire him
John dropped out of school in the 8th grade. His school was located in a very poor
section of the city. The school spent about 11.000 a year on each student for their
education. Other schools averaged about $6,000 per student. Local taxes paid for the
students education.
All of his teachers drove their cars to work everyday from the suburbs Several
amdents from outside of John’s neighborhood came to school by bus. The teachers liked
these students more than they liked John or any of his friends. The teachers also talked tothem more. When asked about this the teachers said, “These students who come hv h„s
rgmimj me of myself when I was a kid.” Teachers respected the way these kids dressed
and talked.
The classes were always broken into groups 1. 2 & 3
. The “bus” kids were always in
group 1. They became more like their teacher in many ways. The rest of the class was
either in group 2 or 3 and became less like their teacher and more like their classmates
and parents. When John tried to point this out he was labeled a troublemaker
. He was
given some tests to see if he had any learning problems. He was also labeled as having
behaviora l
—
problems . This happened to lots of his classmates during his brief time in
school. John stopped offering his advice.
Most of the children living in the neighborhood went to John’s school. Many of them
failed in school and dropped out of school (75%) and worked the factories and mills in and
around the city like their parents before them. They developed a “monkey on the back”
because they dropped out of school.
Jhcy—Could—
Q
f.vcr—organize for higher pay because there were always too many
unemployed people willing to take their jobs. This was only one method the government
used to stop people from organizing.
John wants to find another job so his sons Willey and Tommy will respect him. “I
want my kids to have more than me”
Questions:
1. If you had one hundred dollars to gamble, would you bet that Willey and Tommy become
doctors and lawyers or find work like their father. Why?
2. Can you find evidence in the story that there was not opportunity for all?
3. Do schools reproduce workers? Give examples from the story and/or your own
experiences to support this view?
4. What does the saying “monkey on the back” mean to you?
5. Compare the two stories.
Figure 3.5. Component Two:
John Doe: Do Some Schools Reproduce Workers?
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Vocabulary: 1.
Budget
Professor 2. Educational ladder 3. Success 4. Evidence 5.
io a run prolessor at $65,000 a year when she returned home.
As a child Tonya lived on the upper east side of the city. Her parent wanted to send
,
lljn
* * tuvm iuwu 1IU
er o private schools but later learned, after long conversations with several teachers and
members Q f th? CUy $ ^hQol committee who lived in their neighborhood that the public
school around the comer had the highest budget and was the best in the city.
Tonya s parents beloved singly that if Ton y a worked hard to improve herself i n
school she could become anything she wanted. They believed this was true for all children.
They laught TQnya tp set goals and often rewarded her for her hard work. Tonya became a
real hard working student and her teachers fell in love with her. There were many
students like Tonya at her school and they were often seen together. Learning just seemed
to “grab them” by the seat of the pants.
Tonya quickly climbed the “educational ladder.” Her success was because she
worked her way up to the top on her own. Nobody helped her . There was opportunity for
everyone in the United States to do what Tonya did, if you just worked hard. Yes she
developed a
_
ghip on hpr shotiltjer’ ! At times the “chip” became necessary in order to help
her persist.
Tonya wants her sons Jason and Jacob to respect how hard she worked to get where
she is today. She wants them to believe that schools, equal opportunities for all .
Questions:
1. If you had one hundred dollars to bet, would you bet that Jason and Jacob become
painters and laborers or find work like their mother? Why?
2. Can you find evidence in the story that Tonya and her parents believed in working your
way up?
3. Do schools offer equal opportunity to all? Give examples from the story and/or your own
experiences to support this view?
4. What does the saying “chip on the shoulder” mean to you?
Figure 3.6. Component Two:
Tonya Smith: Do Some Schools Offer Equal Opportunity
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5. Role
Vocabulary: 1. Rebel 2. Capable 3. Authority 4. Identify
Question: John, were you a resister or a rebel in school?
Was I really such a troublemaker as a kid? Did I really have behavioral nrohh-m,
like they use to tell me? Why, for a while there they even thought I had a kind of learning
problem. b
Sure I acted up a little, but I still liked to learn new stuff. Even outside of school I
liked to learn new things. You know, play with the bugs and birds and other creatures. I
IlKed tQ learn -still do in fact. 1 was even capable of the academic stuff too. Why didn't I
stay? Was it my fault? There I go blaming myself again
. It wasn’t my fault. They did a
pretty good job of “locking me out" .
1 di<Jn t like SChpQl and told the teachers I didn’t like school. Why didn’t they
change the place if 757c of us didn’t like it and left? Sure I resisted the school system and
authority. They were the authority and were not going to listen to me or the other kids.
Even Mary hated home economics. “Why do I have to learn to cook in school if I help my
mom feed my ten brothers and sisters at home. She had I good point, I thought. I said, let’s
trade places. She could take my Wood shop course and I would take her Home Economics
course. We laughed. Do you think the authorities would have gone for that one?
We got no Oh they respected the kids who came in by bus, but not us. Why
should I try so hard to be like them if they didn’t respect me. The guys in the projects
respected me cause I could fight pretty good. They respected me because I told the
practitioners that school *&##@. So sure I resisted schooling. Nobody in my neighborhood
was going anywhere even if they finished school. It didn’t make any difference to anybody
if you stayed and it didn’t make any difference if you left. Maybe if it did make a
difference to someone, but it didn’t. So now I’ve got this “monkey on mv hack" because I
left early, but what can I do about it now?
I can tell you what was wrong with school then and I can tell you what is wrong with
school now-no respect . We got no respect! Kids need to be respected once in a while too.
If they don’t get respect in school they will find someplace else to get respect. If I was a
resister . I wasn’t the only one.
Questions:
1. Was John a resister? What in the story says that he was a resister?
Can anyone identify with John?
2. What caused him to resist?
3. John talks about a “monkey on his back.” What is it? What can he do about it?
4. Why didn’t Mary like school? Are there other roles that the school system tries to force
people to accept because of who they are? Examples Sex, class, race . . .
5. What are some of the good points that a resister has? Can these good points be directed
into something positive as an adult learner? What are some of the bad points about being a
resister?
Figure 3.7. Component Three: John Doe On Getting Angry, or It Wasn’t
Learning That I Didn’t Like, It Was Schooling
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Vocabulary: 1. Possessed 2. Actually
6. Setback 7. Stubborn 8. Effort 9.
3.
Succeed 4. Environment 5. Support
Invented
Question: Tonya, were you a persister in school?
Was I really a pgrsister in school? Yes, I had to be. My parents, teachers, coaches
and classmates would not let me be anything else. For awhile 1 was so possessed with doing
well in school it actually made me become sick. I would do anything to succeed.
My friends in school were so much like me too. The teachers, my parents and my
friends always expecting me to do well. They were all just like me. But I liked it.
I liked school. The environment was great. There was always so much support for my
special projects. Learning at a young age just “grabbed me" by the pants and wouldn’t let
go.
Oh I wasn t perfect. There were always setbacks before success came. But I was very
Stubborn . I wouldn’t bg dgfeutod - I learned from my father early on about Tom Edison. He
IJLYgntg ^ the first h §ht bulb - He invented many other things too. He made more mistakes in
life than anybody. But he pfrsisted- Why he once made 9,999 mistakes in a row. He kept
getting up off the icg. Finally, on the 10,000th try his little talking machine said the
words, Mary had a little lamb.” If there is one word that means more to me than anything
it is persistence .
You have to know, that when I went to school most women were being raised to stay
home and become good housewives. Well that wasn't for me. Much later I did all that stuff
but that was not on my mind as a kid in school.
I knew, if I persisted and worked hard that I would be rewarded for my efforts. It is
OK to stumble and “fall down” and make mistakes, but you have to keep “getting up off the
ice. There is a big world out there and you have to “unlock the door.” Nobody is going to
help you open the door. ’ I didn’t have any extra tutoring like some of my classmates. Oh
yes, I did it all on my own and I did it my way!
Schools offer equal opportunities for all. I believe that the average person can fulfill
most goals. Anybody can do what I did, as long as they develop persistence and work hard.
I knew that. My parents knew that too. Everybody knew that. Some people persisted and
others wasted their time. Yes I was a persister, now I am a full professor.
Questions:
1. Was Tonya a persister? What in the story points out that she was a persister?
2. What caused her to persist?
3. Why did Tonya like school?
4. What did Tonya mean when she said, “Learning grabbed me”?
5. What are some of the good points that a persister has? Can these be directed into
something positive for adult learners? What are some of the bads points of being a
persister?
Figure 3.8. Component Three: Tonya Smith on Developing Persistence:
Sure There Are Always Setbacks Before Success
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Vocabulary: 1. Respect 2 . Criticize 3. Discipline 5. Rank 6.
Discipline 8. Rank
Demining 7.
(Why do most adults resist attending adult education programs?)
Who keeps asking all these questions anyway? Please allow me to tell you about my
adult schooling experiences after I ended my brief relationship with the public school
system. After 1 dropped out of school I worked as a day laborer out of Manpower Company
for one year. I liked school so much the first time that I went back again a year later and
stayed for two months. I have to admit that it really didn’t change much in one year. I was
older, but still didn t get any more respect from the teachers than I did before.
Next I tried Job Corps. They at least paid me to go to school. But everybody there was
almost like me--almost the same experiences with schooling anyway. We could criticize
the program amongst ourselves, but when we offered our opinions we were treated the same
way as in the public schools--more discipline and not much respect. I left again.
I went into the military and attended school. It was the same, not much respect for
someone with low rgnk and even more discipline. This time I couldn’t quit so easily. So I
finished the “demining school” and three years later I was out.
Unfortunately there was not much work for “demining” experts in my neighborhood.
Next, I went to an expensive private Refrigeration and Air Conditioning school. I don’t
know why. People said you can make a lot of money in Refrigeration and Air Conditioning.
It was almost the same as high school. After three months I dropped out still owing the
bank $5,000.
Later I dropped out of a JTPA (Joint Training Partnership) electronic assembly
training program too. It was free and they paid me a little. I thought it was going to make
me an electronics expert. It was easier to get a job without the training then it was with
the training.
All these programs were similar to the public schooling system. I still wanted to
learn after dropping out the first, second, third and fourth times. But I was really starting
to feel down. I started feeling “locked out of the world.” Why did some people have more
interesting work and life experiences than me? After that I kind of lost sense of myself
somewhere for a few years.
ACTIVITY:
It is no wonder so many adults never show up to some of these programs. Can you
brainstorm a list of reasons why so many adults do not want to even give adult programs a
try. Only 3 or 4 percent of adults take part in these education programs--the rest resist.
Drop out rates are as high as 75% in some programs. Again, what do you think are some
reasons why adults don’t attend these programs that are often funded by the government?
1.
1
.
2 .
3.
Brainstorm:
How do these programs have to change in order to get and keep more students?
Brainstorm:
1 .
2 .
3.
Figure 3.9. Component Four: John Doe: Why Adults Resist Attending
Adult Education Programs
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Vocabulary: 1. Barriers: A. Inside B. Outside
Question: How do you develop persistence in Adult Education Programs?)
Dianne: Sidney, are you the one that keeps asking all these questions?
Sidney: No man, maybe it’s the “monkey”
Roberto: Well, listen folks 1 haven’t missed a day yet and I don’t plan on it either. There
are lots of things we can do for ourselves. First of all there are a lot of barriers to
overcome. There are both inside and outside barriers.
Reggie: But I m not sure which ones have to come first. Do you overcome the inside ones,
like the shame of return ing to school as an adult, or blaming yourself for having to come
back to school as an adult or even the fear of not being ab le to do academic work
. There are
some more too.
Connie: Yeah, you often have to deal with the inside stuff first before you can change . But
on the other hand, dealing with the outside stuff like work, making school a priority, re-
scheduling things and making sacrifices gives you the confidence you need to overcome
those inside barriers too. It is the old “chicken and egg” thing.
Maria: Well barriers aside, what keeps students coming back? What are some of the
things learners need to do in order to stay with the program?
Dianne: It is inside and outside. It is always inside and outside stuff. Inside there is a
lot, like, believing in yourself, patience, having a dream, etc. . . . Outside, like letting
teachers know how you learn best, doing it for the kids, etc . . .
Sidney: That s great Dianne and Maria really great, but it is not only what we can do for
oyr$(?l vt;$ it is also h^w teachers and programs can help, how other learners can help and
how family, friends even employers and
“God-forbid how the government and politicians can help.
Roberto: Hey I’ve got an idea, let’s brainstorm several lists.
Connie: That will take too long. For today let’s just brainstorm a list of the inside and
outside barriers and if we have time then we can list the inside and outside things we can
do ourselves to better help develop persistence.
Maria: Wow, I’m feeling more confident already! Hey that’s one,
self-confidence. Let’s do things teachers, programs, other learners and family and friends
tomorrow?
The Other 5: Alright!
Activities:
1. Brainstorm a list of outside barriers adult learners need to overcome in order to return
and stick with the program.
2. Brainstorm a list of inside barriers adult learners have to overcome in order to return
and stick with the program.
3. Brainstorm a list of inside things adult learners need to do in order to develop
persistence.
4. Brainstorm a list of outside things adult learners need to do in order to develop
persistence.
Figure 3.10. Component Four: Six Learners Discuss Developing
Persistence in AL/ABE Programs
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Vocabulary: 1. Analyze 2. #&$##<§> 3. Broken down
(What about teachers, other students and families and friends?)
Dianne: There are six of us here now and you know once we get started talking we may
never get to the “action” or activity step.
Sidney: May I suggest that we get right to work with our other brainstorm lists.
Roberto: Good idea! We can talk and analyze this #&$##@ later.
Reggie: Roberto, watch your language. Sounds good to me too. How about you Connie?
Connie: Sounds like a good idea. What do you think Maria?
Maria: Huh! Where are we? What are we doing? Can we start from the beginning
. . . Ha,
Ha, Ha, only kidding guys-let’s go for it.
Activities:
1. Brainstorm a list of things teachers and programs can do to help adult students develop
persistence.
2. Brainstorm a list of things other students can do.
3. Brainstorm a list of things families, friends, employers and the government can do.
4. Discuss and analyze each list one by one. Can the lists be compared and “broken down”
even further? Are there any connections you can see?
Figure 3.11. Component five: Six Learners Discuss Developing
Persistence in AL/ABE Programs
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Vocabulary: 1. Managing 2. Assuming 3. Depends 4. Strategies
Question:: What about the managing of your own learning aspect of SDL?
Dianne: Man, I’m glad those other three guys are gone. Now we can really concentrate onthis stuff. Were they the ones asking all these questions?
Sidney: Oh they were nice folks, but I know what you mean. Why don’t we deal with
managing your own learning step by step.
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0ne 0f the first things Pro8rams try to do when a new student comes in is toget the student to tors p ut his or her learning
Sidney: Well if the student is ready for this stuff
.
Dianne: Teachers are always assuming things. Students never know where they are
coming from. What I like about this program (Bottoms Up) is that we all started out in the
same place. Well anyway, if the student is ready for SDL.
. . If they have overcome theblame and shame stuff, other barriers and feel like they can do academic work then
learners are ready to figure out their learning needs
Roberto: Heavy stuff there Dianne. Sure then the student can say, “I need to improve my
vocabulary to pass the driver’s test so I can get into tractor trailer driving school in order
to get this job” or something like that.
Sidney: Next, comes developing strategies fo r goal-setting. Dealing on the real life level
not just having a dream. You know what I mean. Taking real steps.
Dianne: Well if you are smart enough to know what steps to take you are probably smart
enough to t>g able find and evaluate educ ational materials (books, tapes etc..l that can
help you.
Roberto: Yeah, you can do that by yourself, with the help of other students or with help
from the practitioners.
Sidney: If you 1.) know what you need : 2.) can develop strategies to get there ( goals) :
3.) choose materials to help you get there, by then; 4.) you should know enough about
yourself and what kind of learning strategies or the different ways to solve problems that
work best for you.
Roberto: Maybe many different kind of strategies work better for you than others. Maybe
they are all good. Some may be better for different kinds of problems.
Dianne: How and when do we know if it is working?
Sidney: That is 5.) evaluati ng your own learning
. At this program we have all kinds of
tools and checklists etc. . . to evaluate how we are doing.
Roberto: Right and we don’t have to take tests to do it either. Tests make me sweat. These
contracts, journals and other tools also help you learn more, besides helping us to evaluate
ourselves.
Sidney: That is the key. Self, self we can do it ourselves if we need to. But the teachers
and other students are also here. We come to depend on each other and on ourselves. This
stuff can really work.
Questions:
1. What are the 5 outside areas of managing your own learning discussed above ?
2. Which ones are you comfortable with on you own and which ones do you need help from
other students and the teachers?
Figure 3.12. Component Five:
Three GED Students Discuss More About SDL
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Vocabulary: I. Summary 2. Overcome 3. Model 4. Developmeu. 5. Aware 6.Tension 7. Behavior 8. Altilude 9. Victim 10. Factual 11. Self-doubt 12.
I d e n t ify
(Fooled all of you, I’ve been asking the questions?)
Good afternoon, I would like to give a brief summary of the key points of your
discussions. If I leave anything out please feel free to jump in. What I thought was real
important was the things a learner needs to overcome in order to be ready for SDL. I heard
you say. 1) Overcoming barriers; 2) the stuff about blaming yourself; 3) the stuff about
being ashamed that you had to come back to school as an adult and 4) the fear that you
cannot do academic work on your own. I also heard sayings like “Locked out of the World”
and Monkey on the back. I found these sayings interesting and have put them into a
model that shows my own development. The following exercise takes me, when I first
became interested in returning to school, through five steps. This may not be the way
everyone experiences life, but it might be interesting to see which steps you can identify
with. OK?
L—“Locked Out of the World” (Awarenes s)
This is the first step that led towards me accepting education as another way,
instead of what I had been doing. In order for me to change my ways I had to become aware
of the tension between my current way of feeling “locked out of the world" of more
interesting life and work experiences and what “might be,” by changing my behavior. I
first needed to develop a change in attitude. I started the process by getting rid of the
shame and blame stuff that I developed over the years and came to believe that I was the
victim, but now I’m in control.
I had to make some behavioral and attitude changes. I needed to become aware that I
was the victim. Here, education concentrated on filling my need for outside motivation
(job, money, kids etc.). Then I understood that there was something I could do about it. I
became aware of my choices in education and about the attitudes I needed to have in order
to be successful in an educational process. I became motivated inside to try schooling once
again.
2. “Love and Hate” (Understandin g)
At this step I concentrated my effort on factual information. I began to understand
the beginning of my hate for the system and began to develop a love for “beating the
system" through education. Anger and hate were not enough motivation to keep me going,
but it was a good beginning.
3, “Monkey on tile Back” (D ecisio n )
At this step I saw my own problems and understood the pain and embarrassment that
might happen if I persisted with adult schooling. At this point there was another choice
that must become my driving force- persistence . Without persistence the “monkey on the
back" from my past and the fear of embarrassment might hold me back. I made the decision
to continue on despite the “monkey on the back."
Figure 3.13. Component Six: John Doe: Guest Speaker
Continued, next page.
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At this step I wanted to show others and myself that I could do it.
I needed to show a sense of pride for what I had done. This is where the “chin nn th.
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step is really important. I had to bring down all those inside barriers before
reaching the fmal step in my development. It is in this step that I learned to get rid of
self-doubts by developing a “chip on the shoulder
"
—X&2 (Action !
This is the final step. I had to reflect back on all the other steps. Any
uncomfortableness needed to be put aside. I needed to concentrate on the pleasure and
importance of learning. Education at some point had to “grab me” by the seat of my pants.
I had to take ownership of my own learning and a£l on that ownership and become a SDL.
At some point I had to become self-directed. If I got too comfortable in a program I
might stop learning. I had to feel a little pressure at times. That pressure needed to be
££>nnected to learning, in order to make learning interesting and fun again. This is
“Lifelong Learning” which is part of
SDL. Learning at some point had to “grab me” hv the seat of my pants through inside
motivation for learning. I had to be reminded again and again that I always liked learning.
It was schooling that I didn’t like and now I finally like schooling too.
ACTIVITIES
1. Let s stop at the end of each stage and discuss what happened to John.
2. Do you think this model can be of any benefit to other adult learners? How?
3. What is lifelong learning?
Figure 3.13, continued
Vocabulary: 1. Tools 2. Require
In the Program we use many tools and instruments that require the
learner to be self-directed first, in order for the tools to really work well. In the next few
pages you will find samples of some of these tools that are used in this program that help
you to manage your own learning.
Let's take a few minutes to look at them. First let’s start by taking a couple of
minutes to look them over. Then, let’s think about the purpose of each one:
1. Figuring out your learning needs
2. Developing your learning goals
3. Choosing your materials for learning
4. Choosing your correct learning strategies
5. Evaluating your own learning
Let’s also discuss how each tool does what it is suppose to do and how it could be
improved.
Figure 3.14. Component Six:
Examining Self-Directed Learning Tools and Instruments
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CHAPTER IV
THE EVOLUTION OF A TRAINING DESIGN
The introduction and the first two chapters presented what I
learned that was relevant to the development of the initial draft of
the training design--first as an academic intellectual through my
various pursuits as a graduate student. Second, it presented what I
learned as a “street” intellectual while reflecting upon my own
experiences that were also applicable to the development of that
version of the training design.
Whereas the dissertation proposal served as a map to follow to
get to the above point, the previous chapter served as more of a
bridge between the past and the future. It also presented three
evaluation areas of interest that, in this chapter and in the next two
have metamorphosed and unfold into three additional and distinct
learning maps to follow throughout the remainder of this report that
relate to the:
1. Evolution of a training design.
2. Participants’ experiences in two trial runs.
3. Critical themes that emerged from the two trial runs.
After a discussion of some of what was learned during the pre-
testing stage comes a further discussion of the findings from my own
observations and self-dialogues made during the implementation of
two field-tests. I follow-up on this discussion of the field-testing with
a cross-case analysis of the findings from two focus group
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discussions. Finally, I conclude with a brief discussion of what I
learned from the post-testing stage.
In Preparation for the First Field-Test: Pre-Testing
Prior to implementing the program with “live” participants it
was important to seek out opinions and recommendations from key
individuals who would not take part in the field-tests. Did they think
the program would be successful? What changes did they suggest
that might improve the program’s chances of being successful, when
I later implemented it with actual learners? This first stage was
accomplished in three phases: 1) discussions about the training
design process with two colleagues at the University; 2) a discussion
with an AL/ABE Program Director; and 3) discussions with groups of
learners.
Phase 1: Two Colleagues
Both participants in the first phase of the field-test process were
doctoral students at the University of Massachusetts. The man (A)
was a dropout from the formal schooling system in his own
respective country. The American woman (B) had an extensive
history of working for organizations and programs that focused on
empowerment and social change issues. Both participants in the first
phase of the pre-testing stage received a copy of the initial design
and a copy of the dissertation proposal in advance. The participants
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later took part in a two-hour taped discussion of the training design,
dissertation proposal and various draft instruments.
What follows over the next few pages are the findings generated
from phase one of the pre-testing of the model with these two
educators. The exact words of the two participants who took part in
this discussion are used throughout the text. My own questions,
general comments and any clarifying comments are put into brackets
[].
[Can Bottoms Up Make a Difference?]
A: I liked the whole thing. You developed this design based on
your own personal and professional experiences. You are putting
your reflections into a training program format that is based on
certain assumptions.
[and I will be testing these assumptions]
And you will be improving the format during the field tests.
Your program ]_s going to make a difference if it is implemented
properly. The learners are very unique in terms of their learning
style, experiences and the environment of the adult learning
centers. Your program will take a little bit different shape.
Who implements it and how it is going to be implemented is
really important. This is the underlying issue. If the facilitator
doesn’t have [similar] personal experiences they will just read
this stuff and facilitate it in one way. But if you have [similar]
personal experiences you bring so much of a different dimension
to it. If it is properly facilitated it will make a difference.
I have a similar background so I can connect [to the issues]. I
was also a dropout [four times]. I talked to a couple of other
colleagues [about the Bottoms Up Program] and they did not
react in the same way I reacted. I related to it emotionally, but
people who do not have that experience may not connect to it in
the same way you and I do. [It will make a difference] ... if you
facilitate the whole thing. You will do very well. I don’t know
how it will go if someone else facilitated it.
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B. I also liked it.
. . liked the philosophy behind it, issues of
empowerment, people reflecting on their own life,
deconstructing their experiences and then coming to a different
place. I liked the way the program allows the learners to share
their experiences. They will reflect off their experiences and
those experiences will serve as a kind of resource . I also liked
the sequence. I liked all of it! It is the total package. I think the
detailed way you have gotten it down and developed each little
piece is pretty amazing.
I agree with [A] if you are facilitating the program it’s fine.
Other people won’t have the same experiences as you have and
they won’t be able to approach it personally.
B: We as educators assume a lot of things. We then practice
based on those assumptions and the learners have no way of
coming to where we are. That is why, what you are doing is
important.
It is a way to bring the learners to understand more clearly
some of the assumptions we as practitioners are working from.
What I like about your program is that you put the learners
right there—the first step into something that allows them
[practitioners and learners] to start out in the same place.
Developing Solidarity and Trust
B: Look for indicators that learners are not developing solidarity
or that they are not trusting one another. Look for what is not
happening:
1. Learners not taking part in the discussions.
2. Holding back.
3. Giving short answers.
Learning to Tolerate Other People’s Insensitivity
A: I resisted school many times. Now I think that I should
increase my tolerance in order to function within the system.
B: But still, it is not easy. Probably only a small number of
learners are at this stage. Others are still wanting to hide.
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Problem-Solving Issues
B: I think it will be real interesting once you test it out. It is
finding a balance between the ongoing consciousness raising and
empowerment session and the field-testing. With enough data
coming out of each session [to satisfy both needs],
A: It is a really challenging experience for the facilitator to
develop a rapport with the learners and if you don’t know them
it becomes a lot more difficult. If you don’t have much time to
develop a relationship- share vour life experiences— it will help.
B: I don’t think you can do it with this time frame you’ve got. I
don’t know how much preliminary stuff you are planning to do.
You have to spread that stuff out. The first session has to be
about two to three hours. It is not only getting people to trust
you it is also getting people to trust each other. Everything that
happened from then on is that they need to be able to trust
everybody in that group.
The Friday evening workshops at Highlander where people
sat for an evening and talked about themselves and established
trust. They established trust so people leaving [that evening]
knew they could say anything they needed to say the next few
days.
Getting comfortable with you might be the easiest part
because you will have some rapport. With each other you are
going to have to allow time for that to happen.
Maybe you can figure out some exercises that help to
establish trust in a subtle way or perhaps some story telling.
That first session is key. I think you can negotiate in telling them
how it is going to proceed. Still, plan the first session for two to
three hours. I tell you, we didn’t have any problem with two and
a half to three hour sessions.
Changes Made to the Original Design
In addition to expanding the time frame from seven to fourteen
hours, a major adjustment was made in the revision of the twelve
polarized themes (readings). The original design contained a set ot six
abridged theoretical narratives. Feedback from the participants
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during phase 1 indicated that these narratives were too complex and
should be rewritten as imaginary case studies. They were rewritten
initially as imaginary case studies and hypothetical student dialogues
and again edited and abridged for low level readers.
Phase 2: Director’s Feedback
The director of the initial field-test site provided important
feedback on where and how I should edit and abridge these new sets
of readings. The following section provides some of the general
comments from our discussions and her written comments.
Program Director: I like the idea of using these dialogues as
readings. Generally I think they are good and will probably
stimulate the discussion you want. They are a little overloaded
with words whose ideas you want to get across, but don’t seem
that accessible to learners. But maybe you planned to discuss
words/concepts along with the readings. They could be simpler
and still do the job. Some vocabulary could be changed to be
made more accessible. They could be used, but first introduce
them by defining them or just use other words. I think it may
depend on how you are using them too. Do you plan to read
them to people or to have some people volunteer to take parts?
I think these are really getting at the important things
about getting to be a lifelong self-directed learner--and that is
exciting!”
Phase 3: Student Feedback
All of the students who took part in the recruitment/pre-testing
stage overwhelmingly agreed that many adults need to overcome
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many of the barriers and feelings described in the following
Intended Enabling Outcomes (IEO). By participating in this training
program it was originally anticipated that adult learners would:
IEO I. Unlearn the blaming-the-victim mentality;
IEO II: Unlearn the self-fulfilling prophecy that they are
incapable of academic work;
IEO III: Unlearn the shame of returning to school as adults
mentality;
IEO IV: Recognize and give themselves enough credit for
overcoming many barriers to returning to school.
These particular learners felt that “Bottoms Up” was a good
program and could be a positive contribution to the field, as well as a
benefit to many adult learners in their own program and other
programs nationwide.
Observations Made During the Field-Testing of the Design
What follows in this section are important selected observations
made about the Bottoms Up Program during the field-testing of each
of the first six components of each field test. Field-notes and or self-
dialogue tapes were made directly after concluding each component
of the program. I start off with the first field-test by presenting a
program description written directly from field notes.
The First Field-Test Site
The project was conducted at the XYZ Adult Learning Center
(pseudonym) in South Somewheresville, Massachusetts. The
program was located in a community center complex and is
available to a low socio-economic community. Most of the people
living in the surrounding neighborhood are of one particular
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ethnic group, although there is a mix of people from various
ethnic groups enrolled in the classes. It is a walk-in program or
better defined as an open-entry/open-exit program.
Many adult programs are located in basements and/or in
“bad” and unsafe neighborhoods. This particular neighborhood
can be classified as unsafe--a rape incident occurred in the
school yard.
It is a single room school. The room is quite large. The name
of the program is in big letters written on one wall. The modern
architectural style is comprised of grey cinder blocks. There are
no windows in the classroom. The cinder blocks are finished, but
still maintain an eerie feel to them. The walls are clean and
covered with environmental print and various posters and
pictures to liven up what would otherwise be a very strange
place to hold classes. The staff tries to create an environment
where written language is all around--not only on the walls but
also on the bulletin boards and numerous book racks with
published books and student generated materials, computers,
sign in sheets and print just about everywhere you look.
At the time this project was conducted the learners were
studying two days a week from 10:00 AM to 1:00 PM. Each
learner at the program was considered individually and their
level of literacy varies from grade levels 0-6. The learners had
numerous learning goals, from wanting to help their children
with homework, to passing the driving test, to wanting to find
another job.
This adult program used mostly a whole language method of
teaching reading and writing (Goodman, 1986) and took a
“learner-grounded” approach in trying to help students achieve
their literacy goals. The program attempted to create a sense of
community among the learners. The staff were very sensitive to
the issues that adult learners face. The staff consisted of a
project director/teacher, three full time teachers and two
volunteers.
Between 9:30 and 10:00 AM students start to arrive through
the front door. After signing in, many students head straight for
the coffee pots. A normal class schedule is posted on the
blackboard next to the sign in sheets. It looks something like the
following:
10:00-10:20 Journal Writing
10:20-1 1:00 Reading (small groups)
1 1:00-1 1:45 Options: math, computers and map-reading
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11:45-12:15 Lunch break
12:15-1:00 Writing
Journal Writing
When students first arrive they usually spend some time
talking to each other until class starts. They then spread out
around the room and begin to write in their dialogue journals. A
dialogue journal is a log where teachers and learners write back
and forth to each other on a daily basis.
Teachers “float” around the room and help individual
learners when called upon-often teachers don’t wait to be called
on before approaching students. Usually it is with a problem of
spelling--despite the teachers insistence on not worrying about
the spelling or grammar. Teachers recommend this because even
the expert writer cannot write very well when worrying about
spelling or grammar. This period lasts for about twenty minutes.
Small Group Reading
During this time slot the teacher sits with a small group of
learners (2-5) and facilitates the reading of a literary piece
(novels, short stories, newspapers). The special readings are
geared to the small group’s reading levels although they may be
slightly lower to lessen embarrassment and interruptions in the
flow of oral readings. Individual learners read silently or aloud
in turn, perhaps one page at a time, and the other learners
follow along silently. The facilitator encourages the reader and
helps him/her to decode difficult words when reading orally.
After the reading section is completed, the facilitator leads a
discussion. Learners and the facilitator both comment on and ask
questions about the reading passage. Next, another learner reads
a passage from the reading or students all read silently. Again
the facilitator guides the learner through with encouragement
and correct pronunciation. The whole process continues for about
forty-five minutes. The teacher also includes various exercises
after the readings. Usually the male learners are more outspoken
during discussions. This can be attributed to many things that
include:
1. Ratio of men to women in a group
2. Second language learners vs first language learners
3. Tendency of men to dominate in group discussions
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The reading of literature opens the learners’ eyes to the
world. It is the social process of interaction with the written text,
as well as the interaction with other group members and the
sharing of knowledge that facilitate the learning process. The
learners prior knowledge and the sharing of their new
knowledge through group readings is an excellent way to raise
awareness, depending, of course, on the content of the literature.
It may appear to the novice that there is too much talking and
not enough reading. The learners themselves feel that talking is
an important component of the program. Among other things it
helps keep them engaged. One student said, “Everything is
connected, and besides one cannot read and write all the time, it
would get boring. That is one of the things about this program, it
doesn’t get boring like some other programs.” (Robishaw, 1993b)
The learners are very interested in the content of the
readings. Their enthusiasm levels are high. They are beginning
to see that literature can be important in their lives.
Various approaches are used to help learners to anticipate
what words come next and to make meaning from new words.
During the short discussion periods they sometimes discuss new
vocabulary and/or write these new words in their word
dictionaries. Some learners use their word dictionaries more
than others. The second language learners appear to write in
their dictionaries more often.
Options
The subjects vary during option period. Usually there are
different activities related to the different topics (such as math,
menus and map reading) going on simultaneously. The options
may change daily, weekly, monthly or last an academic
semester.
Lunch
The lunch break is an important time for learners to develop
community spirit and solidarity as well as to get to know and
support each other. Two learners talk about the history of the
program and how they were able to stay with the program for so
long. A lot of chatter and story telling goes on during this short
time period.
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Learners sometimes talk about the many situational barriers
they have had to overcome before enrolling in the program.
They improve their own self esteem during these discussions, as
well as reinforcing the community spirit that is so important to
this program. Some learners have handicaps. One woman is very
ill with arthritic back problems and is losing her eyesight in both
eyes, yet makes it to class almost every day. She is also in the
process of writing part two of her autobiography which will
become her second in-house book
. Others actually work the
graveyard shift. “I get off at 7 AM go home, sleep about an hour,
eat a little and then come here for school.” (Robishaw, 1993b)
These adults are all very dedicated and steadfast in their
effort. Some of the dialogue over lunch gets right to the heart of
the struggles adult literacy learners have in trying to continue in
their endeavor to stay with the program. Some learners can
overcome their many barriers and continue coming to class.
Writing
Learners have writing portfolios and begin by taking out
their most recent writing and working on it. If the learners do
not have a piece to work on and have not chosen a new topic
then they can begin by jotting down a few words about a topic to
help them get started. Various mini-conferences are also held to
help the learners with problem areas—such as coming up with a
title.
It seems that many learners just decide to write one long or
short piece from the beginning to the end. They rarely use
outlines. Learners write about various topics. Some use photos,
oral histories and various other methods to get started.
A “writing process” is used in the teaching of writing.
Learners write a first draft and the teachers “float,” help out and
give encouragement. A learner may often be asked to read
his/her writing to the teacher or to other learners (sharing).
Next, she/he usually writes a second draft and then enters the
writing on the computer. Next a teacher comes by and helps the
learner and together they make a few more corrections and then
print a draft copy.
Learners eventually publish their writings in a newsletter,
an autobiographical book or an anthology. The teachers continue
to help the learner through various revisions or until the writers
are ready to publish.
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The most important point is to give the learner the time to
be alone to do his/her writing and just stop by once in a while to
give support and advice. It is important to give everyone enough
time to write.
Some learners appear to find solace in the quiet time
allowed for writing. Other learners get excited about their
writing while still others take a more mechanical approach. But
when the learners see their writing in a published form they all
seem to be excited and surprised at what they have been able to
accomplish.
Through writing every day, the learners come to see
improvement in their own writing. This is why a portfolio
approach is taken. Learners keep folders (portfolios) that contain
all of their writings from the past. All writing samples are dated
and learners can see improvement over time by looking back at
some of their older writing samples. The teacher also sees the
improvement in the learners’ writing and compliment the
learner on occasions and point out to the learner their
improvement, by showing several past and present writing
samples, thus indicating the value of a portfolio approach. Other
alternative assessment strategies are also used for this purpose.
These are tools or methods not commonly found in traditional
AL/ABE programs that I am familiar with.
These are some of the things that programs and specifically
practitioners can do in order to make life easier and more
interesting for new learners. The idea is to get them to continue
in their effort and to stay with the program. (Robishaw, 1993b)
The Recruitment Process
In order to recruit candidates for the first field-test several
Adult Literacy/Adult Basic Education (AL/ABE) program directors
were contacted by phone. The decision to use this specific program
was based on a perception I had that it would be easier for me to
develop trust with these particular participants. A presentation
about the Bottoms Up Program was made and a schedule was
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arranged for conducting the first field-test. Five learners originally
volunteered to take part.
For the purpose of this study all AL/ABE learners who had
earlier schooling experiences as children in the United States were
eligible to become participants. There were only two participants by
the time the field-test got started. There was one single male student
who was about 25 years old. Sam (pseudonym) had been enrolled in
this particular learning center for six months at the time he took part
in the Bottoms Up Program. Sam had finished high school. The other
participant was a woman. Karla (pseudonym) was a mother of three
and had not finished formal schooling. Karla was about 30 years old.
Karla had attended this program previously as well as other adult
education programs.
Phenomena for Analysis: Reflections Upon the
Implementation of the First Field-Test
Problem Solving Issues that Arose During the Program
Several minor problem-solving issues arose during the
implementation of the program. Some of the guiding questions,
discussion questions and summary questions needed to be revised
before convening the next field-test and in some cases the next
component. These questions needed to be simplified in order to
stimulate more discussion.
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Karla and Sam also needed to take a more active role in the
readings. Both were reluctant to read orally during the first session.
During the rest of the program they both volunteered to read orally.
Other minor problems included:
1. Participants were not completing the learning log forms.
2. Participants not having enough time to evaluate at the end of
each component.
But the major problem-solving issues were connected to
recruitment and attendance, especially how to get participants to
attend in addition to their regularly scheduled classes. On April 20th
I recruited five participants. I wanted to start the program with six
participants. April 27th was scheduled as the start-up date. After I
drove two hours to the site the students were not quite ready to
begin.
On May 2nd I called to remind the students that we would start
on the 4th. When I arrived on the 4th only one student was prepared
to begin. Another student dropped out because of situational
barriers. Two other students were absent from their regular class
(10:00 AM to 1:00 PM). The Bottoms Up Program was scheduled from
1:00 to 3:00.
I returned again on May 11th and two students were prepared
to begin. Considering all the logistical issues, I began the program
with only two participants. Unfortunately another participant
dropped out because of situational barriers. Three students who
failed to show up dropped out because of situational barriers.
Something came up that was more important than education. If that
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statement is true, then perhaps their issues cannot really be
considered barriers.
The next week one participant was able to attend her regular
class (10:00-1:00) but unable to stay to attend the “Bottoms Up”
Program. We all agreed to meet on the following Monday. The one
participant who missed class looked a bit reluctant at first, but
agreed. I told them that I would call before coming the next time.
On Monday May 23rd I called at 10:00 and 10:30. Only one
participant was there for the regular class. So again I had to cancel
class.
On Wednesday May 25th I returned to conduct the second
component and only one participant was present. I called that
participant who was absent and she said she was sick and had to
stay in bed. I offered a stipend to both participants if we could finish
the program by June 29th.
On June 1st we held our second session. It went extremely well.
I offered to give the participant who had all the difficulties a ride
home after classes, if that was an issue. We agreed to meet again on
Monday June 6th. I told the participants that I would again call first
to see if they were attending their regular classes. I called on the
first—she was not there.
I needed to know what situational barriers she was facing and
needed to overcome in order to participate. Did she see these issues
as barriers or as something more important? I needed to conduct a
brief interview with her and find out the answer to the following
three questions:
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1. What are the problems, barriers or issues that interfere with
her attending the program?
2. Is there anything we can do to make it easier for her to attend?
3. Is what s preventing her from attending something that is more
important than attending the program at the moment?
Both participants were able to attend the next class. Karla
promised to improve her attendance. I told the participants that I
would have a contract to sign in order for them to receive their
stipend. After signing the contract to complete the program by June
29th attendance improved.
What Problem Solving Issues Arose in Each Component? What Were
Some Indicators that the Program Did What I Wanted it to Do?
Sam needed to participate a lot more in order to truly benefit
from the program. He was not open nor as energetic as the other
participant. This changed during the more controversial subject
matter that came up in components 2 through 6. He somewhat
resisted participating in the dialogues and was withholding
something about his past. Again he came out of his shell in the
upcoming sessions.
The content in the remaining workshops was more familiar and
interesting enough to get both participants to start to interact more
freely than during the first component. Both participants offered
challenges to whether or not the educational system truly offered
equal opportunity to all or favored the status quo.
The component on resistance and persistence produced some
very interesting dialogue. These particular discussions helped
students to consider the possibility that it was not their fault why
148
they did not do so well in some of their earlier schooling experiences.
They learned more about the complexities of society and its social
structures. Taking part in the discussions also served as a cathartic
experience for them.
Both participants continued to react positively to the technique
and enjoyed taking part in the discussions. Each component helped
the participants to deal with past circumstances and to make the
transition from internal SDL to being more ready to learn in a group,
on their own and thus being better able to manage their own
learning.
As the program progressed there was much more dialogue
occurring between the participants, rather than simply reacting to
my questions. The participants were recognizing the educational
value of dialogue and critique.
These particular discussions communicated the idea that there is
a connection between self-confidence, persistence and managing
your own learning. “It [persistence] is motivating you to be more
independent. You are learning how to be more independent.” (Karla)
They were both able to discuss the link between persistence and how
that link was made.
What Problems Needed to be Dealt with Before Convening the Second
Field-Test
There were several minor decisions to be made before
conducting the next field-test:
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1 . Was two hours long enough for each component‘s
Yes.
2. Should I accept an outside observer?
Only if he or she participates in every component.
3. What type of AL/ABE Learning Center maximizes the possibility
of conducting an effective Bottoms Up Program?
A large AL/ABE program.
4. Would I have to accept ESL students in order to achieve the
group size that I was looking for?
Yes.
It was previously pointed out that two major problem-solving
issues needed to be dealt with prior to conducting the second field-
test. One was the issue of recruiting for six participants. Would I
have to accept learners from several AL/ABE programs in order to
make up a complete group? No, I was able to find one large program
where I could recruit six participants.
The second issue was related more to attendance. Should I offer
the participants a stipend? I did offer a stipend but it was probably
not necessary because the adult learning center provided many
services to the learners, as well as allowing them to participate
during the regularly scheduled classes.
Did the Program Communicate What I Wanted it to Communicate?
The previous discussion and the ensuing evidence presented in
this chapter, as well as in the two upcoming chapters provided
consistent support for the program. Indications from the participants’
self-assessment instrument, facilitator’s assessment instrument and
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my observations also served as evidence that the program did what I
wanted it to do.
The learners were able to show movement towards becoming
more self-directed. Communicating what the program intended to
communicate will be discussed again in more detail in the next
chapter.
In Preparation for the Second Field-Test
What follows over the course of the next few pages is an analysis
of some ol the findings from the first trial run prior to making
changes tor further testing. Analytical summaries and assumptions
are presented and hypotheses are formulated from the findings for
further testing or for further research.
I also present some of the strengths and weaknesses in the
initial field-test, followed up by some different things I tried out and
additional questions I asked in conducting the second field-test. All
subsequent components in the Bottoms Up Program were
implemented in a similar fashion as in the first field-test. The
primary purpose of the last component continued to be to evaluate
the design through a focus group methodology.
Analytical Summaries from the First Field-Test
Analytical Summaries: Strengths-Things That Went Well That I Used
Again
1) The basic structure--questioning and the use of the polarized
themes--served as the foundation for the overall process. Eliciting
the participants’ opinions prior to the oral reading of the polarized
themes was a priority, especially when using critical pedagogy. The
initial polarized themes used in the first trial run were extremely
effective in generating discussion. They also served as the catalyst
for more in-depth discussions and for later attempting to bring the
learners to a common understanding of the issues.
2) All seven of the components and their spiraling effect were
important to the overall process. The sequence and the spiralling
effect that resulted contributed greatly to the participants moving
towards achieving the Intended Enabling Outcomes (IEO).
3) The group editing of the critical dialogues from the previous
component during the implementation of the next component was
helpful. This process and the resulting product that was produced at
the end of the program also contributed to the participants’ overall
development of a more positive self-concept and movement towards
developing a stronger sense of critical awareness. Participants from
both groups reported that they often referred back to the critical
dialogues.
4) The participants’ self-assessment instrument and the facilitator’s
assessment instrument were extremely important evaluation tools.
Analytical Summaries: Weaknesses--Things That Didn’t Go Well
1) The learning logs were unsuccessful. The participants were
reluctant to use them. One participant’s writing skills were not quite
up to the challenge.
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2) The recruitment process needed to be revised and refined. I
wanted to recruit six participants for the first trial run and ended up
with only two. Attendance also became a problem. What additional
interventions and incentives might cure the attendance problem?
Offering a stipend after the program was in progress may have
contributed to improved attendance during the first trial run.
Explaining the program to the participants during the recruitment
process, gaining their initial personal motivation and offering a
stipend may have all served as additional motivation for attending
the program.
Hypothesis: Offering the participants in the next field-test a twenty
dollar stipend for perfect attendance will result in improved
attendance.
3) Conducting the program during a separate time frame other than
their regular class time presented an additional burden to the
participants.
Hypothesis: Conducting the Bottoms Up Program during the
participants’ regularly scheduled class time will contribute to
improved attendance.
Different Things I Tried Out in the Second Field-Test
1 ) Conducting the program with six participants.
2) Revising the recruitment process to include an oral reading of
some of the positive comments about the program made by the
participants in the first field-test.
3) Developing and editing the previous session’s critical dialogues
as part of the training program activities.
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4) Using the critical dialogues from the first field-test as advanced
organizers for some of the components in the next field-test.
5) Being more organized in handling the data with six participants.
6 ) Paying closer attention to facilitating more discussion
surrounding the following topics:
A. “Chip on the shoulder”
B. “Beating the system vs using the system”
C “Monkey on the back”
D. Critical awareness
E Sexism
New Questions and Hypotheses
1) How much does the facilitator make a difference?
A. How important is the issue of trust and being able to relate to
the student as a person?
B. What are some of the qualities of a good facilitator?
Hypothesis:
Facilitating the Bottoms Up Program is an art form. The impact
on the learners is the most important aspect of the program. A
facilitator whose own past experiences do not relate to the learners’
earlier schooling experiences and other growth experiences cannot
approach the topic emotionally nor gain the necessary trust needed
in a short period of time to make the implementation of the program
truly effective.
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Modifications to the Design
All the wonderful things that went well in the first trial run
were used again during the second trial period. Things that did not
go well were eliminated, modified or improved. I tried out all of the
above mentioned approaches in conducting the second trial run. A
supplemental evaluation plan was used in addition to the original
plan in order to test for these different issues.
Observations: Case Study B--The Implementation of the Training
Program
This section tells about the field-test site, the recruitment
process and the implementation process of the second field-test. The
program description of the field-test is taken directly from the
participants’ own program handbook that was developed by the
learners. But in order to protect the anonymity of the participants I
changed the name of the learning center. Included within this section
is the evaluation process and how well the implementation process
stuck to its original plan.
The Field-Test Site
ABC Program started in 19 as an employment training
program for young people referred by the Juvenile Court. With
the establishment of an Adult Learning Center in 19 the major
emphasis of the program became its educational services.
The Learning Center offers a skills building program through
individualized instruction in reading, math, English grammar and
writing. The educational services are provided by a highly
qualified, state certified staff, as well as dedicated volunteers.
There is no charge to students attending the program.
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ABC Program has served over 5,000 students. To date over
1,200 individuals have successfully completed the high school
equivalency tests and received their (GED) General Education
Development Certificate from the Commonwealth of
Massachusetts.
Overview of Programs
ABC Program offers a variety of year round day and evening
programs for adult learners. All programs are free. The following
outline describes their current programs as of the fall of 19 .
These may change depending on available funds.
Adult Learning Center
The Center offers instruction to adults 16 years old and
older who do not have a high school diploma.
Application for these classes is made through the ABC
Counselor. Prospective students need to call the Learning Center
for the intake schedule. Class or tutorial placement is based on
assessment tests.
Three levels of classes are offered during morning and
evening hours, from 9 AM to 12 noon and 5 PM to 8 PM. Each
class meets for 6 hours per week. These classes provide skills
building for adults at many levels. Some will go on to take the
GED test; others may go on to job training programs or full time
employment. The assessment tests given at ABC helps to decide
what level class a student is ready to enter. ABC is not a GED
testing center.
Parenting Program
This program offers adult basic education and (ESL) English
as a Second Language instruction to parents of young children in
the kindergarten and pre-k classes. The program also includes
parenting skills, joint parent-child activities, and home visits.
Parents attend classes during their children’s kindergarten
hours, on Monday through Friday. Classes continue during the
summer on a slightly different schedule.
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Pre-Vocational Adult Basic Education:
This program offers instruction to clients who need to
improve their basic skills in order to enter training or
employment. Assessment tests determine whether" students are
placed in this class or directly in a training program.
The class meets Monday through Friday, 10 AM to 1 PM.
Day-care vouchers are available to eligible students in this class.
Pre-Vocational ESL:
This program offers intermediate and advance instruction to
clients who need to improve their English in order to enter
training programs or employment. Assessment tests determine
class placement.
Classes meet Monday through Friday, 9 AM to 1 PM. Day-
care vouchers are available to eligible students.
English as a Second Language: Evening Classes:
This class offers beginning level ESL instruction two
evenings a week from 5 to 8 PM.
In addition various Volunteer Programs and counseling
services are offered. (ABC Program, 19 )
The Recruitment Process
The ABC Program’s Counseling Coordinator recruited five
participants for the Bottoms Up Program prior to my arrival for the
orientation session. Before conducting the program I convened a
brief orientation class for all five participants. One prospective
participant recruited an ESL student to bring the total number of
participants to six.
I asked the potential participants if they would be able to attend
all sessions. They said yes. The ABC Program administrators and the
students’ respective teachers allowed them to participate in the
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Bottoms Up Program twice a week and during their regularly
scheduled classes. I asked the participants if there was anything that
I could do to make it more likely that they would be able to attend
all sessions. They said no.
These participants received many services from the ABC
program, including transportation and day-care. In addition, I
offered the participants a twenty dollar stipend for perfect
attendance. One student missed the seventh session and received
only ten dollars. There were six participants in the second field-test.
The Participants
Janet is a forty years old woman. She has two sons. Janet
completed the eighth grade of formal schooling and is a pre-GED
student.
Charity is a twenty seven year old woman. She has a young son
and daughter. Charity completed the eighth grade. Charity is a
returning GED student to the program.
Denise is a twenty-three year old woman. She has two children.
Denise completed the ninth grade. Denise is ready to take her GED
test.
Tippy is a thirty-seven year old woman. She is married and has
one son. Tippy completed the eleventh grade. Her reading skills are
at the GED test level and she is planning to take the tests this year.
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Kathy is a twenty five year old woman. She has two daughters.
She is employed part time. Kathy completed the tenth grade. She
wants to complete her GED and go to college.
Manual is a 35-year old man. He is married and has three
children. He is an ESL student from the Dominican Republic. He has
been in the United States for five years. He completed his GED in
Spanish language. He would like to work in the community
encouraging adults to become involved in education programs.
Observations Made During the Program and Reflections
upon the Implementation of the Second Field-Test
Before, during and after completing the second field test of the
Bottoms Up Program it was necessary to implement an evaluation. It
was also necessary to refine the training program on an ongoing
basis due to anticipated, yet unforeseen weaknesses in the design.
As the researcher and facilitator I needed to know what issues
and problems arose in the implementation of the training program.
Specifically I needed to know the problems that arose in order to
improve the effectiveness of the program as a whole and to increase
the effectiveness of the different inputs, sequence, timing and
components of the training program in preparation for the
development of the final report.
Rationale
Formative evaluation was used throughout the implementation
of the training program for the purpose of modifying and improving
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the training design in preparation for developing the final report.
Testing the design also further tested assumptions and contributed to
the overall problem-solving process. The fourth research question
was the actual implementation question. What issues arose in the
implementation of the training?
Purpose
The primary purpose of the formative evaluation of the second
field-test differed slightly from the first field-test in that it served
more to solve problems in the training design than it did to
determine what the participants’ experiences were like. It was
important to recognize and reemphasize that it was the investigation
of problems through formative evaluation that was the key
characteristic of this study, not the training program’s theoretical
sophistication nor its ability to conform to scientific or social
scientific criteria. The problem-solving aspect began with the
planning of the training design, continued through the pre-test stage
and into the first and the second field-testing stage.
Field-testing as an ongoing evaluation process further tested my
assumptions and contributed to the overall problem-solving process.
Primarily it was the evaluation of some of the original program
objectives and IEO that produced the necessary data to base making
changes in the program prior to finalizing a report. What follows is
the supplemental evaluation plan, including selected program
objectives, evaluation questions and observations that were the focus
of the second field-test.
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Selected Program Objectives
Program
—
Ob j ective : To recruit six participants for the field-test
and to maintain that group size for the entire length of the program.
1) What was it about the recruitment process that allowed them to
be there?
a) The recruitment process for the second field test was
simplified due to the support by the ABC Learning Center’s
counseling coordinator. I spoke with her several times over the
phone and sent her some program information through the mail. She
recruited five volunteers that met the specific criteria of the
program. A sixth person was later recruited at the orientation
session.
b) All six participants were fully engaged by the discussions that
took place during each separate component. They were extremely
interested in the content of the discussions, as well as in the
activities that were part of the Bottoms Up Program. Attendance was
not a problem in this field-test.
Program Objective: To Develop a Training Manual. 2) What kind
of things did I learn about that I can use in the development of a
manual?
a) If the minor problems are solved, then developing a training
manual may be a good idea. If a manual is not developed the
Bottoms Up Program may end up on a shelf along side of some other
very good products I developed in the past.
b) The minimum size of the group is two participants and the
maximum size is six. The ideal size is 4 or 5 participants. This issue
will be discussed in more depth in the section about the focus groups
that took place after the completion of the first six components in
both field-tests.
c) There also needs to be a section in the manual that clarifies
what the qualities are that contribute to making an excellent
facilitator. The following is a sampling of the recommendations made
by the participants:
Denise: They have to be easy to talk to--non-judgmental.
Janet: It was like when you ... the first day. It was just the
vibrations that we got from you that we could trust you. You
didn’t come in with, like an attitude of, “Ok this is what we have
to do. This is how long it is going to be.’’ You kind of joked
around with us, to make us feel comfortable. It was like you
were one of us. . .
.
you know where we are coming from.
This topic will be discussed in more depth in the section on focus
groups.
3) What surrounding things have to go with the manual?
a) Include in the appendix the critical dialogues from both field-
tests, in order to familiarize the facilitator with what goes on in a
Bottoms Up discussion.
b) Include the basic elements of any training manual.
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4) What are some important strategies for using a manual and under
which circumstances and/or conditions can the materials be used or
not used?
a) Conduct the programs during regularly scheduled classes.
b) Conduct the program with participants who have experienced
the American schooling system (perhaps one high level ESL student
would be acceptable.)
c) Conduct the program twice a week for two hours per
component.
d) Use the critical dialogues no more than twice as advanced
organizers (homework assignments.)
e) Consider recruiting a teacher that the participants can trust as
an observer or a participant.
5) What minor problems still exist with the training program?
a) I used the critical dialogues from the initial field-test as
advanced organizers for the second field-test. Some of the
participants felt that I should not use them too often. When I conduct
the Bottoms Up Program again I will use the critical dialogues only
during the first and fifth components and share the other remaining
critical dialogues with the participants after the completion of that
particular component or at the end of the entire program. The
participants in the first trial run and later in the second said they
want their “critical” voices heard by other students and teachers.
b) I also needed to revise a matching “concentration” card game-
-alternative self-directed learning (SDL) tools matched to the
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respective purpose of the tool written on separate cards. It worked
well with two participants but it became a bit cumbersome with six.
c) In yet another lesson, I used various lists and asked the
participants to comment on the items in the list orally. That stratesy
was also cumbersome. In the next lesson I used similar lists. This
time I had each participant circle several items that were specifically
important to them and to make a few oral comment about the ones
they had circled.
6) Did the program communicate what I wanted it to communicate
and did it do what I wanted it to do?
Yes it did. All indicators from the participants self-assessment
and the facilitator’s assessment instruments, my field notes, self-
dialogue tapes, content analysis of the critical dialogues indicated
that the participants moved towards becoming more self-directed.
The message that it is important to become self-directed got through
to all the participants.
7) How did the participants react to this particular technique?
The participants were all very enthusiastic about taking part in
this program. They fully participated in the group discussions. The
feedback from the participants during the focus group discussion also
indicated that they all benefited by being participants in the
program. There were many similar and positive comments made by
the participants about their feelings towards the program in both
groups.
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Reflectin g Upon the Field-Test Acti vities that Related to Improving
the Design “ ^
The numerous evaluation and data collection activities helped to
ensure a more developed design. The ongoing evaluation process
continued throughout the second field test of the training program.
Participants were fully consulted on how to improve each
component.
Some of the outcomes were not fully observable by the end of
the sixth component. The last component was a review and a focus
group discussion.
Focus Group Discussions: A Cross-Case Analysis
An hour-and-a-half to two-hour focus group discussion was
convened directly after the completion of each trial run. About half
of the information gained from both focus groups pertained either
directly or indirectly to improving the training design.
What will follow next are the six questions and some of the
responses that pertained to improving the design. I will take a cross-
case analysis approach to this piece by integrating and presenting
some of the responses to the focus group questions from both field-
tests.
[1) Briefly reflect upon a particular component or a particular
case study. Which ones did you like the best?]
Sam: Four [Resistance and persistence in adult education] I
spoke more. It looks like [reviewing the critical dialogues.]
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Karla: Which one did you like? The chip on the shoulder!
Sam: That was a good one too.
Karla: I liked them all. I like it [chip on the shoulder] because I
experienced that, not just with the teacher but with adults.
... I think that it sometimes comes from the parents. Some
boys take after their father or their mom and some girls take
after their mom or their father. If your parents are like that you
are going to be like that. Some of us are raised like that. It just
gives some of us an uncomfortable feeling. It is not a
comfortable feeling being with someone who ... I’m proud of
anyone who has got it, made it and getting there. But that chip
on the shoulder and that big head is not welcome. You shouldn’t
pretend to be someone you are not. When you go apply for a job
and they call you for an interview and you find that you are
sitting with that person that is giving you the interview. It is
like you can feel it before you.
.
.
[start talking].
Charity: “Grab ya by the seat of the pants.” If you find
something that you really like--that you are learning. If it grabs
you, take off and just go with it. Don’t try to hold back. Just keep
going with it, until you learn as much as you can about it.
Denise: Choosing your own learning strategies. It is true for me.
I learn OK in groups, but I learn better on my own. If someone
puts something in front of me and tells me to do the work, that
is even better. You don’t learn the same thing every day and you
don’t learn the same way every day either.
Manual: The “monkey on the back.” Sometimes it, is when you
have an awareness about what you want to learn in life and you
make a decision about something. If you think, “I don’t have
money for everything,” you will have a monkey on your back.
You will make a decision about it. That “monkey” is good for you,
if you make a decision for something. Sometimes it is good for
you. I have this monkey on my back. I want to learn. I want to
make something different in my life. Sometimes it is good.
[2) What problem-solving issues arose in each component? Were
there any problems with any of these six components?]
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Participants in the Second Group: The game.
[How about the brainstorm lists?]
Charity : I think you should just make a whole list and have
everyone just check off the ones they want.
Denise: Put a box next to it and let them check it off.
[3) What would you change about the Bottoms Up Program?]
Karla: I like the program and I got a lot out of it. The Bottoms
Up Program is good. I guess maybe there are some new topics
you could put into it. Home background-- like Sam, his mom was
sick. Sometimes as a kid, if a mom is being abused by a dad or if
your dad is being abused by your mom, it sort of just carries
with you and you sort of bring that to school. If you done some-
thing at home and your mom had to discipline you, you bring it
to school and that is where the monkey on your back.
. . . Man
the teacher comes around and says, “Hello Williams, how’s your
day?” and you say, “Screw you or something Mrs. So-and-so” or
“Up yours,” and the next day they are calling, “Mrs. Williams, you
know your son has not been too ... or your daughter has been
very.
. .
.” Sometimes when you are home and you do something
before you leave and mom had to scold you about something and
you go and take it out on the teacher and that women or man
hasn’t done anything to deserve that. He tells you to aim it at the
principal, yourself or another student. It happens!
[Any new topics?]
Sam: Racism.
Karla: There are other students that you have got to talk to that
have different opinions too, and once you get there ....
[Is twice a week better than once a week?]
Karla & Sam: Yeah!
Charity: It is a little too long. . . . Yes, just by talking a lot,
everybody likes to talk. You just need to cut it shorter. You can't
eliminate any sessions or topics.
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[Are the topics all important?]
Charity: Yes, they are. Everybody needs to talk about them. Too
many papers.
Tippy: The only way you can make it shorter is if we all stop
“gabbing” back and forth. We all get off the subject after a while.
[That brings it back to me. Can I keep it more focused or not?]
Tippy: You have to put down your foot, bang on the table and
tell us to shut up.
[How about more than two students?]
Karla: No, I think two is good. Like you and me that was good.
Sam: A minimum of four or five. Yeah, you need an argument.
[Is six people too many?]
Janet: I wouldn’t go beyond six.
Charity: No, not beyond six.
Tippy: If you have six people you get more out of it. Then you
are getting six different points of view.
[Is six a maximum?]
AH: Yes.
Janet: And two is not enough. [It worked OK with two.
.
.]
De nise: A male and a female.
Tippy: Make sure you only have two talkative people. If you
have six talkative people ... ha, ha, ha, ha.
Manual: If you have different nationalities, I think it is good
too.
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[Do you think you benefited from the program even though we
focused on the American school system?]
Manual: Yes, because you can reinforce the knowledge about
your own culture--about the educational system. You have to
compare different ways. There are other experiences about croin<*
to school.
e &
Denise: Do you [Manual] have children? Now you know what
your kids are going to go through.
[How about using Karla and Sam’s critical dialogues as pre-
reading exercises? Was that a useful thing to do?]
Denise: It gave us “crib” notes.
[What if I combined your critical dialogue with Sam and Karla’s,
put them together in a book and gave each new participant a
copy? Would that be helpful?]
Charity & Tippy: Yes.
[What do I do about it? I skipped it once with you guys?]
Den ise: How did we do in the discussions then?
[You still participated during the discussions. Maybe I can pass
the critical dialogues out for the first or second component only.]
Charity: Then after that they are on their own.
Tippy: Then they kind of know what or get an idea of what you
want them to talk about.
[How about letting them read it after each component?]
Tippy: Give it to them after.
[Should I have different programs for older and younger folk?]
Charity: Bring them all together.
[Did you learn from each other?]
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Denise: They went through a lot of the same things I went
through.
Manual: If you can learn from people of different ages, that is
motivation for you.
Denise: You want us to learn from them. Hopefully they will
learn from us too. I only left school six years ago. They left
school when I was five years old. It was easier for me to “snap
back on what I had just left not so long ago than it was for her.
[So you can learn from each other?]
Denise: I just don t want them to think that I can do it quicker
or better than them. I only left recently and they have to do a
little more. They missed a lot.
[4) Are solidarity and trust building necessary for a successful
program? If the program were facilitated by a stranger you
didn t trust would you have said less about yourself?]
Karla: I would have. I’ll tell you certain people I know how to
feel comfortable with and be open. Who to open [up] with and
why. If that person makes me feel comfortable I am going to
open up to.
. .
[ Do you think it is important to do solidarity building first?]
Karla: Yes I do.
Sam: Getting to know each others’ names.
Karla: You might have a problem. Like me and Sam know each
other. But if me and Sam were to know each other real well, that
might be a problem. So if you have someone you know—she is
my best friend or he is my best friend—and we start talking and
my friend sees something that I don’t care for. . . After the
program is over we might start to become enemies—a friend’s
worst nightmare.
[How about developing the idea of solidarity and trust with me?
You guys never knew about me before. Did I say anything or
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did I do anything or is there anything about me that made you
comfortable enough to trust me?]
Karla: You were a student yourself. You are going to get a
doctorate, so you got to be pretty smart to . .
Well he [me] really came back. I think once you came back
you were sure of yourself. You knew what you wanted and you
were persistent about getting it. You got it and now you are here.
[Do you think the fact that I shared some of my experiences with
you, allowed you to trust me a little?]
Karla: There is a whole lot in it. Like you said, you use to be a
student. We understand. Then you came back.
[Do you think I could just give this program to some teacher who
we didn’t know and they could do the same thing?]
Sam: No.
[How about someone like me?]
Sam: Maybe.
Karla: Yeah. It would have to take someone who had been
through it, who has experienced it. They have been to school,
made it and been successful-that is a different story.
[. . . any teacher, are the results going to be a lot different?]
Karla: I think so. I’m not saying don’t give it to them, but I
think the results would be different because some teachers have
made it.
[Is it possible in a short program like this to be able to get to
trust each other enough?]
Denise: On some sort of basis. You are not going to tell any deep
dark secret.
[Can any teacher facilitate this program? Would the students be
able to trust any teacher or does the teacher have to have
certain qualities?]
Denise: They have to be easy to talk to.
Denise: Non-judgmental.
Charity: Even tempered. Don’t get to “screamy” at people.
Janet: It was like when you ... the first day. It was just the
“vibrations” that we got from you that we could trust you.
You didn’t come in with, like an attitude of.
. . “Ok, this is
what we have to do. This is how long it is going to be.” You kind
of joked around with us, to make us feel comfortable.
[What other qualities does a good facilitator need to have in
order to facilitate the “Bottoms Up Program?]
Charity: They can’t be too strict. Don’t come in with a mean face
. . . this is what I want you to do. Do this and do that.
Denise: Being flexible enough to allow five of us to talk at once.
[Did sharing my own experiences allow you to trust me?]
Janet: Yes! It was like you were one of us.
Denise: You know where we are coming from.
[Who would make the best facilitator?]
Charity: Teachers are kind of strict. Some of them don’t joke
around. Others are pretty straight forward.
[How about other students?]
Den ise: I could do this and get them to open up.
Charity: Yeah, a person like Denise.
[Do you think students would make a better facilitator—with
some training— than teachers?]
All: Yeah!
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[5 a) Do you think this program can make a difference in some
students lives, to new students?]
Karla: Sometimes when you come into a program they want you
to write about an experience or write about how you feel being
there. I think that you can do both [“Bottoms Up” and writing].
You can write about as an adult coming back to school, being a
child when you was going to school, an experience you had, an
experience as coming back to school as an adult and you can
learn about that. How you feel. If you feel uncomfortable or
comfortable. If you think this is for you and you want to keep
going for it.
. .
[5 b) Do you think this will be helpful to some new students?]
Sam: Oh sure. Well you talk to somebody--self-directed learning
or love/ hate school . .
.
just to get it out of their system.
Karla: It helps you because it makes you feel more comfortable
because here are others that are like me. It made me realize not
to be ashamed and to speak out. To ask for what I want to ask,
how to spell [words like] wrong or write or read or welcome or
anything. It really, felt comfortable because there are other
students like me.
Charity: I think so. If they should all agree. . . If they quit
school and come back and give it another chance. Don’t have
negative feelings about it [adult programs] until you get in there
and try it. Anybody can do anything if they put their mind to it.
It [Bottoms Up] would give them a chance to see. . .
[Should “Bottoms Up” be conducted before or during their
regular adult program?]
Charity: Both ways are OK. It takes some people longer than
others. Some people are afraid to come back.
[How about other students at this program?]
Charity: They should all try to come in and do this program.
They will get a lot of self-confidence, esteem and everything else
if they just try. I think everyone should try it once.
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Janet: Yes.
[Do you think this program can make a difference in some
students’ life or in their life as a student?]
Karla: Yes I do. They will have more understanding. They are
more willing to be independent.
[5 c) Do you think “Bottoms Up” will be useful in other adult
education programs? Why?]
Karla: Because there are other adults with other issues and
other reasons why they dropped out. We don’t know them and
you have to ask. Like we spoke on our issues, our problems and
what kept us out of school and what made us come back as an
adult.
[6 d) Do you think the “Bottoms Up” Program met its purpose? In
what ways? Can you give examples?]
Sam: Yes, we talked.
[Can you give examples of how it met its goal?]
Karla: It brought me back to when I was young and the times
and difficulties I had in school with the teacher and the students.
It brought back a lot of memories.
[People don’t get to do that very often?]
Karla: No, not very often.
Charity: It did help--because of all my past experiences with
school and the negative feelings I had with teachers. About
respect and not getting a chance to do anything . .
.
[about it]. I
just had negative feelings. And just by coming back to school and
getting my GED . . .
Tippy: I feel the same way she does. I think that it has helped a
little, cause I had the same things. It felt like you walked in
expecting the school to . . . Not getting the help you wanted or
you needed. Not that I wanted it, but that I needed it.
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[Was it good to talk about this with other students?]
Tippy: Yes, I think so.
Janet: I feel the same way.
Denise: Yes, I just didn’t realize I was so “sexist” [such a
feminist]. Well, the discussion on the topic of schools treating
girls differently. I didn t realize that I felt so strongly about how
the boys who played sports got pushed ahead and the girls had
to fight for what they wanted-fight for their ... If we wanted to
go to college and get the scholarships, like I said you have to be
so smart. The boys, all they have to do is play sports. It is not
fair, just because they [authorities] want another trophy in the
school. I don’t think it happens all the time, but I do see it
happening.
[Was talking about that issue helpful?]
Denise: I have two kids, I’m not going to see her go through it.
Manual: I feel very good and [more] comfortable. It [Bottoms
Up] reminds me of how much power I have myself to help other
people and to help myself too. When I started this program I
didn’t think too much about how I can help people, and how I
can help myself. But now I can talk to people from my country,
“Hey why don’t you go back to school again.” If you work some
job and you don’t have too much money. . . If you begin at a
school and learn in some kind of program like this, maybe you
will earn more money, but the satisfaction you feel inside
yourself is big. You have a long search inside yourself. If you
only stay in the house you lose everything. But if you come back
to school, you don’t care what the people think about you.
[The longer one stays away, the more one internalizes and the
more difficult it is to come back.]
Manual: Yes, totally true. I agree with you. If you stay away
from school a long time you may need some kind of drug to push
you. If you start “getting into” the school you feel more free. . .
[Could teachers benefit by going through a program like this?]
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Charity: They might feel better about themselves and find out
what people have to say. Teachers are kind of stuck in their
ways.
Janet: Yes! Some of the older teachers are set in their ways?
Younger teachers are sort of, more relaxed, easy going.
Did the Program Communicate What I Wanted it to Communicate^
The evidence presented above in the focus group discussion
provides consistent support for the program. All indicators from the
participants’ self-assessment instruments, facilitator’s assessment
instrument and the facilitator’s observations and analysis of the
content provided additional evidence that the program did what I
wanted it to do. The evidence presented in the next section as well as
in the upcoming chapter supports the statements made in the focus
groups.
Summative Evaluation: Post-Testing
The triangulation of different methods used to this point in the
ongoing evaluation were helpful in ensuring a more valid and
reliable evaluation and a more highly developed training design. The
ongoing evaluation process continued throughout the field testing
with both groups of participants. The structured evaluation process
occurred as part of each field-test. The learners were consulted on
how to improve each component for the next field-test.
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Some of the outcomes were not fully observable by the end of
the program, but became observable only over an extended time
period. This fostered the need for a summative evaluation plan as a
follow-up.
Several months after the implementation of the first field-test,
as well as after the completion of the second field-test I returned to
the site to conduct a post-test. One purpose in returning was to find
out if the participants’ reflections would produce any additional
recommendations about improving the design.
The First Field-Test
I conducted a group interview with the participants to
determine the effectiveness of the Bottoms Up Program. I asked the
participants several questions. What follows are only those questions
and a few of the participants’ respective responses that related to
improving the design. Again my questions and clarifying comments
are in brackets [ ].
[What have you learned from the program?]
Sam: Yeah! I learned to read more. It was pretty good because...
Karla: I feels good talking.
Sam: Coming from the other students and giving whatever we
had to say on that piece of paper. . . Then you coming back and
then researching what you got from others . . . that was really
good!
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We got new words. Yeah, that was pretty good putting the
words [new vocabulary at the top of the polarized themes]. They
should do that more.
For the most part they did not have much to add that related to
program improvement.
Second Field-Test
Several months after the implementation of the second field-test
I returned to the site to conduct a brief summative evaluation. One
purpose in returning was to find out what additional issues arose in
the implementation of the training program that were not detected
during the formative evaluation process.
Problems with Conducting a Follow-up Session
I called the Counseling Coordinator on several occasions to make
an appointment to return to conduct a follow-up session. I could not
reach her, so I sent a letter and some materials for the students to
read prior to my returning. I called again in an attempt to talk before
my letter reached her. When I got through she had indicated that she
had received my package but that they were very busy writing
proposals for further funding. She suggested that I call back in a few
weeks. She also stated that both her and the Program Director would
like to to talk to me.
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I called a few weeks later and set up a meeting with the
students for 10:00 AM. I also arranged a meeting for nine o’clock
with the Program Director and Counseling Coordinator. My
assumption was that the program staff would have passed out my
materials to the participants before hand.
What follows is a description of what took place, based on field
notes from that meeting with the Program Director and the
Counseling Coordinator on February 9, 1995. Unfortunately, this
meeting was not audio taped.
I arrived with a box of doughnuts for the participants and for
any one else who might want them. At 9:00 AM I sat down and
passed pleasantries with the director and counselor. The atmosphere
was friendly.
They both started to discuss cause and effects, in other words
the problems within their program that they felt were created by the
Bottoms Up Program. Some of the comments made by the
participants in the critical dialogue book were not well received by
the staff. I gave each participant a copy and donated two copies to
the program. The participants made several “critical” comments that
pertained to their respective teachers and to the program’s services.
Some of these comments were perceived by the staff as being
cynical. I apologized and assured them that during the development
of the collected critical dialogue book I had given the participants
several opportunities to edit out or “soften” some of their comments,
but they declined. The participants had declined and chose to leave
their original words intact. The staff felt that their complaints were
cynical and unfounded. As the researcher I perceived their
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complaints as being critical rather than cynical. What follows are the
comments the staff were referring to:
Kathy: When you want to get a GED they don’t want you to.
They make you wait. ... If you are ready to go for it.
. . They
don’t come out and say it.
[How can teachers and programs help?]
Denise: Support you.
[In what way?]
Denise: Respecting your opinions. I wanted to take the test
[GED] a month ago and everybody told me to wait. Why should I
wait? My grades were OK. They should have been more
supportive and enthusiastic. I would have had it done a month
ago.
Tippy: They don’t want us to leave. They want us to stay here.
Charity: They don’t support you. They just give you some
negative words and stuff like that. I hate that.
Kathy: In the beginning there were a lot of students who
abused it. That is why she [teacher] is taking it out on others
who are always here.
Charity: She doesn’t understand that. I don’t like how she
abuses her right as a teacher to abuse us. I don’t like it. If she
can’t help us and support us then I feel that she shouldn’t be the
teacher.
Counter point:
[So you guys are pretty satisfied with this program.]
All: Oh yeah!
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As the trainer I again apologized for what happened and
attempted to assure them that it was not the goal of the project to
create any discontent between the participants and the program
staff. I assured them that I personally felt that they had a good
AL/ABE program.
Another issue was that most of the participants were preparing
for their GED and would eventually pass (one did during the interim).
One pre-GED participant had been diagnosed as having a learning
disability. The director and counselor felt the Bottoms Up Program
and the over emphasis of some of the participants’ discussions on the
importance of the GED to them personally may have caused this
individual to lose some self-esteem.
In redesigning the program it might be important to consider
how to recruit for participants and to try and predict the resultant
dynamics that might occur in order to avoid these unforeseen and
unfortunate circumstances. Should the Bottoms Up Program be only
for low level literacy learners as I had originally planned? Perhaps
GED students should not be integrated with learners from other types
of programs--obviously that can make a difference.
There were additional questions about the critical dialogue book.
Was it worth the effort? Karla and Sam thought that it was an
important part of the process, as did the participants in the second
field-test.
The issues of blame and shame also came up. The Program
Director and the Counseling Coordinator asked how these discussions
helped the students. They asked what new learning strategies the
participants developed. Did they leave with any positive
chai acteristics? I explained that this was a readiness program and it
was not part of the program to start developing goals, that was left
up to the adult program practitioners to do. They suggested that I
might want to include more of an emphasis on learning strategies as
part of the program. I agreed that for GED students perhaps I could
do more in the form of learning strategies.
Now the problem was, how to redesign a follow-up session that
would leave the participants with a more positive feeling about their
own respective adult learning center and to try not to fuel any more
problems or to bring up any of the earlier negative issues. I decided
to forego the readings I had mailed to the coordinator to pass out to
the participants and return with a “toned down” plan that would
simply get the appropriate self-assessment forms filled out and to
ask a few questions about the Bottoms Up Program and what kind of
strategies for learning they had developed. What learning strategies
had they improved on during the past few months?
One interpretation of this critical incident was that the Program
Director would have preferred it if I had simply left the participant’s
self-assessment forms with them and allowed them to mail the forms
back to me. The Counseling Coordinator felt that it was OK to come
back and talk to the students after I assured them that I would make
some changes in my follow-up plan.
We set up an appointment for 11:00 the following Wednesday to
conduct the follow-up session. The Counseling Coordinator even said
that she would try to get one participant who was no longer a
student of the learning center to return to meet with me and the rest
of the group. In my excitement and enthusiasm I gave the director
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and the counselor a couple of copies of my recently published article
about the initial trial run that I brought along to give to the learners.
Follow-Up on the Fifteenth of February
I arrived at the field-test site at about 10:30 AM. I met the
director in the hallway. The Counseling Coordinator was not in the
building. In my previous meeting with both of them we had set up a
time to meet with the participants. The director gave me a half
embarrassed smile and told me that the counselor was out, but
should be back soon. I parked and waited for about a half an hour.
The director again came to me and I followed her to a classroom. She
brought in three of the six participants to meet with me.
This meeting was both a surprise to the participants as well as a
surprise to their classroom teacher. Neither the students nor their
teacher had been informed that I would be returning to conduct a
follow-up session.
As previously stated there were originally six participants. One
participant had gotten a job, another had finished her GED and was
not enrolled at the learning center and the third was absent. I
proceeded to set up for the modified follow-up session that I had
planned.
I conducted the follow-up session as planned. The participants
first filled out the self-assessment forms. Generally the students still
felt that Bottoms Up was a good program. I went over goal-setting
and strategies used to achieve goals. They were already quite
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familiar with the process and they were all working on personal,
family and community goals.
We also had a short discussion about the Bottoms Up Program
and what they had been doing over the past few months. They felt
that if I included goal-setting it might improve the Bottoms Up
Program for GED level students. They recommended I do this early
on so I could monitor them and the process during the program and
when I came back after three months. What follows is part of the
discussion that ensued:
[How about the critical dialogue book? Do you think the
development of the critical dialogues into a book was an
important part of the Bottoms Up Process?]
Charity: That was good! I seen all the stuff that I said. I had a
lot to get out.
Kathy: It points out a lot of important things that you forgot
that you said.
Tippy: I thought it was a good idea. I like to read it.
Charity: You said a lot of things that you regret later on. You
say, wow, I said all that. It was good. We got to talk about a lot
of issues. We got to discuss a lot of things--things that you need
to discuss in everyday life--really.
Tippy: And you wished you never said it.
[Do you think it is important for others to hear students’ voices?]
Charity: Yes, of course, to hear what you said. To read what you
said. It might be that someone else could relate to your story.
There are people out there who feel the same way. They are just
afraid to speak up.
Kathy: It taught me to be quieter in class.
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[Do you have any final recommendations for the program?]
Charity: You should do the goal-setting first, as part of the
program-in the beginning. Do the goal-setting first because you
can probably get better insight on people, on how
Kathy: You could have used the ladder [framework for goal
achieving]. If you did the goals first and when you came back
today you could have started already ... and then when you
came back now you could have started the steps.
[Do you think there should have been less discussion?]
Charity. No not really. It is good to talk. I like the discussions.
Do the goal-setting first. Because when you go back at the end.
Tippy: You can see how their goals have changed—how they
took the steps.
At the end of the discussion during the previous week with the
director and the counselor, we talked about the possibility of me
serving as an occasional substitute teacher for the program. As
previously stated, I gave them both a copy of my latest article about
the Bottoms Up Program. Were there some philosophical differences
as to why things had changed? Was it something they read? Was it
something I said? Why did they not inform the participants or their
respective teacher that I would be returning to talk to them for
about an hour? Why was my main contact conveniently out of the
building? Why was the director so evasive? I never found out why
these things happened nor what was significant about it. I was
never contacted to serve as a substitute teacher.
185
It is extremely difficult to interpret this situation without
knowing why it happened. One could infer that both the director and
coordinator would have preferred that I had not returned at all.
Real democracy is not easy and neither is change. Although this
particular adult program uses some participatory activities,
democracy spelled with a capital “D” as discussed in the Introduction
to this study and again in the last two chapter and participation
spelled with a capital “P” are still not easy. Controversy happens!
Empowerment is rooted in conflict.
The students who were reflective and critical during our group
sessions were not respected. Isn’t complaining an early step in
developing a stronger sense of critical awareness and empowerment?
After I left it was up to their respective teachers to channel their
complaining into more productive steps--like teaching inquires skills
so the students can conduct their own inquiries.
I personally felt pain because the staff could not appreciate
anything the participants had said during the program. Comments
were made that only Manual had anything significant to say. Manual
struggled with English and had a lot of important comments, but a lot
of what he said supported the status quo.
Maybe someone from the program does need to serve as a
co-facilitator or as an observer. On the other hand this could also
inhibit the participants, since individuals who have not experienced
what the learners have experienced may not be able to truly respect
them for who they are. Did some of the staff members perceive their
own sensibilities and sensitivities to be superior?
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As I left, I searched for the director. She was in a meeting so I
simply waved good-by and briefly explained what I had done. I
asked if the counselor had returned. She said no-with a half
embarrassed smile and I smiled back and said thanks for everything
and left.
At our first meeting the week before the director and counselor
were very friendly, but firm about how my program may have
affected some of the participants negatively. At that time I suggested
abandoning the Bottoms Up Program, after completing my degree of
course. They felt that only some minor changes needed to be made.
How might I want to change the program based on these
meetings? I would not change the Bottoms Up Program for adult
literacy students. For GED students I might focus a little more on
learning strategies, especially goal-setting. I might consider four
students to be the ideal number. I might also consider preparing an
in-house teacher to serve as a participant observer in order for the
learning center to have someone on hand to be more prepared to
handle any problems that are created after I leave. But they also
have to change their attitude and behavior. Further research is
necessary at this level.
How the Findings from the Various Stages
in the Evaluation Plan Were Used
What did I do with all the above information that was obtained?
The findings were used:
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1 ) To determine what problem-solving issues arose in the
implementation of the training program.
2) To locate and discover indicators (p. 264) of students moving
towards or achieving the enabling outcomes.
3) To analyze the results for strengths and weaknesses.
4) To examine data to suggest explanations about reasons for
particular strengths and weaknesses.
5) To apply the evidence gathered that indicated the IEO were
achieved or not achieved, to the strengthening of the program.
6) To use analytical summaries of the findings which indicate the
strengths and weaknesses and to later formulate hypotheses in
further testing the design or for further research.
7) To use these explanations and hypothesis to make changes in
the training program for further field-testing.
8) To determine if there were still problems with the training
design.
The findings from each of the three stages in the evaluation plan
were collected, analyzed and the training design was revised and
refined on an ongoing basis.
Conclusion
The implementation of the pre-test, field-test and post-test
stages and the triangulation of various methods were helpful in
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ensuring a more valid and reliable evaluation and a more highly
developed training design.
The ongoing evaluation process continued throughout the field
testing with two separate groups of participants. The structured
evaluation process occurred as part of each field-test. The learners
were consulted on how to improve each component for the next
field-test.
Some outcomes were not fully observable by the end of the
discussion groups, but became observable only over an extended
time period. This fostered the need for a summative evaluation plan
as a follow-up. The post-test was conducted three to six months after
the completion of the field-test.
Real opportunity for critical dialogue that allows the participants
the comfort and freedom to use their own voices, and not to fear
being critical can cause many people from the managerial/
professional class, who are more accustomed to being in charge to
feel uncomfortable.
Individuals who advocate for participatory education need to be
some how prepared for these uncomfortable feelings and to learn
how to deal with these feelings through self-reflection and
participating in a similar program for themselves. These ideas are
discussed in more detail in another chapter.
Primarily the formative, as well as the summative evaluation
produced the necessary findings and supporting evidence to make
the decision that the Bottoms Up Program, with some additional
modifications is a worthwhile project and deemed as a worthwhile
endeavor to continue with as post-doctoral work. In the next chapter
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some extiemely exciting, interesting and important findings are
presented that relate to the participants’ experiences in the Bottoms
Up Program?
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CHAPTER V
THE PARTICIPANTS’ EXPERIENCES IN THE BOTTOMS UP
PROGRAM
It was extremely difficult for me to try and draw a clear
distinction between what the students learned as participants and
the fine-tuning of the design that was discussed in the previous
chapter. Although what the participants learned had a great
influence on the shaping of the design, this chapter focuses more on
the participants’ interactions with the Bottoms Up process, about
their experiences and its relationship to the dialogue that took place
during each component. How did what they learn relate to the four
Intended Enabling Outcomes (IEO), one Unintended Enabling Outcome
(UEO), the assumptions made in the Circumstantial Insight Grid (CIG)
Developmental Model and the topics for discussion in each
component of the training design?
The methods chosen were derived from the field-testing and
post-testing stages of the evaluation work plan. Only the pre-testing
stage was not applicable to this discussion. Methods from the field-
testing stage included my own observations, notes taken during the
field-testing, findings from the participants’ self-assessment and the
facilitator’s assessment instruments, a content analysis of the critical
dialogues and the focus group discussions. Excerpts from the follow-
up interviews were also used to support, compare and contrast with
the critical dialogues in the field-testing stage. What follows on the
next three pages are the results from the Participant’s Self-
Assessment Instrument for the initial trial run.
* SDR-Self-Directed Readiness Program
Who is a Resister?
Please fill in the following chart with 0 or 1
0 = No / 1 =Yes
1. Did you drop out of formal Karla Sam
school?
1 q
Please fill in the following charts with 0,1, 2, or 3.
0 = No / 1 = A little / 2 = Sometimes / 3 = A Lot
Before After Three
SDR SDR Months
2. Think about your past Karla Karla Karla
experiences in formal schools. 3 1 3
Did you rebel against schools? Sam Sam Sam
1 2 1
Before After Three
SDR SDR Months
3. Did you share any negative Karla Karla Karla
opinions of school with your 0 0 0
teachers or other school staff? Sam Sam Sam
0 2 0
B e f o r e After Three
SDR SDR Months
4. Did you have values that were Karla Karla Karla
different and more important 2 0 1
than those values that the Sam Sam Sam
teachers tried to give you? 1 2 0
Overcoming Barriers to Returning to School
Pleases fill in the following chart with 0
, 1, 2 or 3.
0 = No Barriers / 1 = 1 Barrier / 2 = 2-5 Barriers / 3 = More 1
Barriers
B e f o r e After Three
SDR SDR Months
1. Before coming back to Karla Karla Karla
school did you have to 2 1 3
overcome any harriers? Sam Sam Sam
2 2 1
Figure 5.1. Participant’s Self-Assessment Instrument
Continued, next page
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B e fo r e After Three
2. Now that you are back in
SDR SDR Months
Karla Karla Karla
school do you still have to 2 1 2
overcome any barriers? Sam Sam Sam
1 0 1
Who To Blame?
Pleases fill in the following chart with 0,1, 2 or 3
0 = No Blame / 1 = Very little / 2 Some Blame / 3 = A Lot of the
Before After Three
SDR SDR Months
1. I blame myself because I had Karla Karla Karla
to come back to school as 3 0 0
an adult. Sam Sam Sam
3 2 2
B e f o r e After Three
SDR SDR Months
2. I blame the teachers & school Karla Karla Karla
system because I had to come 3 1 3
back to school. Sam Sam Sam
2 3 2
Before After Three
SDR SDR Months
3. I blame the interaction Karla Karla Karla
between schools, teachers and 1 1 3
myself because I had to come Sam Sam Sam
back to school. 3 2 2
Some People Feel Ashamed Because They Came Back To School
Pleases fill in the following chart with 0,1, 2, or 3.
0 = No Shame / 1 = Very little / 2 Some Shame / 3 = A Lot of the Shame
Before After Three
SDR SDR Months
1. I felt ashamed Karla Karla Karla
coming back to school as an 3 3 3
adult the first time. Sam Sam Sam
0 2 2
Figure 5.1, continued
193
B e fo r e After Three
2. I feel ashamed now that I
SDR SDR Months
Karla Karla Karla
am back in school as an adult. 3 0 0
Sam Sam Sam
0 0 0
Some People Question Their Own Ability To Do Academic Work
Pleases fill in the following chart with 0,1
, 2, or 3.
0 - Not Able / l = Sometimes Able / Very Able/ 3 = Fully Able
Before After Three
SDR SDR Months
1. Are you capable of doing Karla Karla Karla
academic work with the 3 1 3
help of a teacher? Sam Sam Sam
2 3 1
B e fo r e After Three
SDR SDR Months
2. Are you capable of doing Karla Karla Karla
academic work with the help 2 1 1
of classmates? Sam Sam Sam
2 3 1
B e f o r e After Three
SDR SDR Months
3. Are you capable of doing Karla Karla Karla
academic work on your own? 0 2 2
Sam Sam Sam
3 1 1
On The Way Up
Please fill in the following chart with 0,1, 2, or 3.
0 = Not At All / 1 = A little 12 - Sometimes / 3 := A Lot
Be fo re After Three
Locked out of the world SDR SDR Months
1. Some children were locked out Karla Karla Karla
of choices for different or more 3 2 3
interesting work/life experiences Sam Sam Sam
by the educational system. 2 2 2
Figure 5.1, continued
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Love/hate
2.
Some adult learners need to
become angry at the school
system for using them. Wanting
to beat the system will help to
motivate some learners.
Monkey on the back
3.
If an adult learner tries to
advance in work or school he/she
will run into difficulties with
new co-workers or classmates.
Chip on the shoulder
4. Some adults learners have been
told that they are not capable of
doing certain things.. They need
to develop a “chip on the
shoulder attitude.”
Grab ya
5. Learning at some point has to
“Grab” the adult learner.. He or
she has to take their own
learning process “by the horns”
and move with it or increase
the effort.
SDR SDR Month
Karla Karla Karla
3 2 2
Sam Sam Sam
2 3 2
Before After Three
SDR SDR Month
Karla Karla Karla
3 1 3
Sam Sam Sam
2 2 2
B e fo r e After Three
SDR SDR Month
Karla Karla Karla
0 1 3
Sam Sam Sam
2 2 2
B e fo r e After Three
SDR SDR Month
Karla Karla Karla
3 2 3
Sam Sam Sam
2 2 2
Figure 5.1, continued
The analysis of the field-testing stage is divided into two parts.
First I offer a content analysis of the participants’ experiences and
second, the participants offer an analysis of their own experiences
through their responses to several focus group discussion questions.
What follows is the four step framework used in the analysis of
the content of the critical dialogues.
1. Beginning the Analytical Process: Questions Relating to the IEO.
UEO or Assumptions in the CIG Developmental Model
2. Engaging the Issues and Interacting with the Process: Karla and
Sam’s Experiences
3. Concluding the Analytical Process: Karla and Sam's Experiences
4. Supporting Their Peers: Charity, Tippy, Janet, Denise, Kathy and
Manual
My analysis of the learners’ experiences produced evidence that
the participants were making headway towards achieving the
original IEO, developing a more positive self-concept, developing a
stronger sense of critical awareness (UEO) and becoming more self-
directed. These findings are presented through a cross-case analysis
approach.
In Their Own Voices:
A Cross-Case Analysis of the Critical Dialogues
My observations during each component, the participants’ self-
assessment, the facilitator’s assessment instruments and the original
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uncut version of the critical dialogue books were the most important
pieces in the analysis of the participants’ experiences and their
interaction with the Bottoms Up process. Each participant and
program site in the field-tests received a bound copy of the collected
critical dialogues.
The following excerpts from those critical dialogues served as
the foundation for the content analysis in the first field-test. These
abridged versions of the critical dialogues were extracted from about
twenty hours of taped discussions that took place between May and
June and October and November of 1994.
The excerpts from the first field test are analyzed in an ongoing
manner from the first component to the sixth component. The
discussion of each component follows the four steps process
presented above, by beginning with a brief narrative statement or
summary of the participants’ experiences relating to specific IEO, UEO
or assumptions from the CIG. Next comes excerpts from Karla and
Sam’s critical dialogue, followed by more analysis of their experience
and then followed up by major excerpts from the participants in the
second field-tests critical dialogue. The abbreviated versions of the
critical dialogues from the second trial run are offered at the end of
the analysis of Karla and Sam’s experiences as support, or in some
circumstances to contrast with their experiences, as well as for its
educational value to the reader.
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Component One: Part I - Solidarity and Trust-Building
Beginning the Analytica l Proce s s: Are Solidarity and Trust-Buildina
Necessary Ingredients for a Successful Program?
The participants had worked together in group interactions prior
to joining the Bottoms Up Program and appeared to be comfortable
with each other in a group setting. Both participants reported valuing
the importance of solidarity, were in agreement that respect and
trust building were essential ingredients in developing solidarity and
that trust was an important aspect of the program.
Solidarity was first demonstrated in their ability to occasionally
joke with each other, while at the same time discussing serious
topics, some of which were of a very personal nature. Solidarity also
became apparent in the nurturing and supportive behavior they
demonstrated with each other.
As the focus of each component shifted it was still possible to
observe for additional indicators of continued solidarity
development. Throughout the remainder of the program they
continued to be comfortable interacting with each other, occasionally
joking, as well as displaying nurturing and supportive behavior.
Engaging the Issues and Interacting with the Process: Karla and
Sam’s Experiences
[What does solidarity mean to you?]
Sam: Solidarity, it means closeness or partners--like a union. A
few years ago that guy in Poland, what was his name? There was
a big thing about solidarity. They wanted to get rid of the
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Russians and stuff like that. He became president of Poland--all
of a sudden he became president of Poland.
Karla: You said union right? People! To talk about what is going
on. To find out what is going on in the job, to form a union. There
might be some dislikes about the way things are run or how
much they are paid, if they need to have medical benefits for
themselves and their children. To have a meeting to talk about
the things I just said.
[Any other groups?]
Sam: Army and navy? Businesses!
Karla: Couples--married couples or spouses or whatever you
want to call them, boyfriends and girlfriends. I have kids. There
needs to be trust within the family. Schools—among teachers.
[Like the program here?]
Karla: In some sense yes. We have a meeting here. We talk
about our goals and everything else. We talk about everything
that is going on. [like a community] Right!
[Does your school community have solidarity? Do you trust each
other?]
Karla: To a certain extent.
[What would happen if there wasn’t respect from your group?]
Sam: It would disband.
Karla: You have to respect others.
[Do you agree that the most important part of solidarity is
respect?]
Sam: Yes I do. A few people anyway.
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Concluding the A nal y tical Process: Karla and Sam’s F.xperi P n,-P C
Throughout the entire Bottoms Up Program, Karla was very open
to revealing her personal history, in spite her initial claims that
trust-building took a lot of time to develop. In addition to her claims
that trust-building required time, she emphasized that coming to
trust someone also required more than just time. She failed to
elaborate on the specifics of that comment.
Karla was a willing and an energetic participant. She continued
to be very open to revealing her personal history during each
successive component. She rarely if ever gave short answers and
continued to fully take the lead in the discussions. In fact, I had to on
several occasions restrain her enthusiasm enough to allow Sam the
opportunity to speak. But as each workshop progressed I began to
notice how she would occasionally give Sam the space and
opportunity to speak.
Throughout each component Karla continued to be very open to
sharing her personal history. All indicators revealed a high degree of
developing solidarity and trust with Sam and the facilitator. Karla
was very much involved in all the discussions. It became apparent
through observing Karla’s interaction with Sam and the facilitator
that in spite of her comments about the difficulty of developing trust,
that she was a very trusting person.
In the earlier sessions Sam was much more reluctant to
participate in the discussions than Karla. That may have been
because Karla was such a willing and an energetic participant. Sam
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tended to give short answers, was holding back or perhaps trying to
maintain a low profile. He was not very open to revealing his
personal side.
On the other hand, he did affirm what Karla was saying on
several occasions. One interpretation could be that Sam was
\
developing and demonstrating trust and solidarity with the other
participant.
Sam continued throughout the program to demonstrate
nurturing behavior. He sometimes affirmed what Karla had to say or
defended her position on particular points. As the program
progressed he participated more and more in the discussions. He also
held back in making comments less often and became more
talkative.
Sam continued demonstrating nurturing behavior throughout the
rest of the program. He continued to affirm what Karla had to say or
defended her position on particular points. He participated more and
more in the discussions as the program progressed. He also held back
less often as the program progressed. He gave short answers less
frequently, especially when compared to the first and second
components.
Supporting Their Peers: Charity. Tippy, Janet. Denise. Kathy and
Manual
[I’ve asked the participants in the first group the following
question. What does the word solidarity mean to you?]
Kathy: Unions. PTO meetings and stuff like that. Being close, like
all of us are close or classmates.
20 1
Chanty: Just like being friends and talking about different
issues. We talk about our kids all the time. We have an openhouse to talk about our kids and how they are doing in class and
to meet our new principal at the school.
[How about at the program here?]
Charity: We do facilitator meetings here--group meetings.
[What kinds of issues do you talk about?]
Charity: All kinds of different things. We do a fishbowl exercise,
problems and just helping each other out— typical small group
activities.
Manual: Clubs, some clubs-sports clubs.
[What are some important ingredients?]
Charity: Respect, your goals--trust.
Manual. You have to know more about how you work in groups.
Understanding what the other people need and how you can
help the people.
Kathy: Helping others.
[According to one of the characters in the [polarized theme] the
most important ingredient is respect.]
All: Agree!
Charity: Because you are suppose to respect everyone who has
their own opinion. You just can’t go crazy because they have
their own opinions on what is going on in life in general.
Denise: Personal relationships! Respect and honesty.
Kathy: Honesty, that big word.
202
Component One: Part II - Self-Directed Learning©
.
Beginning the Analytical Process: Did the Participant s Move Closer tn
Developing Self-Directed [.earning?
Moving towards becoming self-directed was embedded in all the
components, Intended Enabling Outcomes, (IEO) one Unintended
Enabling Outcome (UEO) and their respective indicators, as well as in
the assumptions within the Circumstantial Insight Grid (CIG)
Developmental Model. All thirty indicators that the participants were
meeting the IEO and UEO were also indicators that they were moving
towards becoming self-directed. Developing a positive self-concept
and a stronger sense of critical awareness were important pieces in
making that transformation to become SDL.
Any movement towards achieving the IEO was also an indication
that the participants were becoming better able to manage their own
learning. Developing a more positive self-concept and a stronger
sense of critical awareness helps one to become fully self-directed.
The more positive self-concept one has the better he or she will be
able to learn on one’s own or in a group, thus being more capable of
managing their own learning and being able to engage in adult
participatory education practices.
Both Karla and Sam pointed out that solidarity and SDL could be
integrated to better serve all adult learners. I believe that the
participants went away from the program truly believing that
solidarity and SDL were important frameworks for AL/ABE.
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Engagin g the Issues and Interacting with the Process: Karin nnH
Sam’s Experiences;
[What does “self-directed learning” mean to you?]
Karla: When you are on your own. To learn by yourself how to
read and write. When you go to a program for help and they say
you have to work on the program individually. What makes me
mad is that they tell you to come on in, we can help you. You get
there and you are happy and all worked up. You are really
scared and have a guilty conscience because you didn’t complete
school and you are sitting there. I have been in this situation. I
found myself saying, [staring at a book or worksheet], “Oh yeah I
know that word, she, but, yes, and no.” I’ve done that and to
pretend, boy that is bad. Sometimes you have to. I was
pretending. I was just sitting there. I should have just stayed
home.
[Just not learning?]
Karla: It was difficult on my own, it was.
[What does “self-directed learning” mean to you?]
Sam: Reading. The same thing, [agrees with Karla]
[What internal and external barriers make it difficult to manage
your own learning?]
Sam: You know like transportation and certain things--health.
Karla: Some come from dysfunctional homes and they are
already upset.
Sam: It doesn’t take much to tick them off either. You just say hi
or they do drugs and then . . .
Karla: I found myself in all those subjects and there is a lot
more behind it. It happened. It happened and I’m here and I'm
going to push on!
Sam: I don’t know about that stuff. I always had good teachers.
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Karla: You did? Was you bad in school?
Sam: No, I just had certain things happen when I was a kid.
There were circumstances?
[All schools and teachers are different.]
Karla: Yeah, all teachers are. I had a teacher tell me she couldn’t
teach me because I wasn’t in the same level as the other
students so there I am singled out and waiting for her to deal
with the students. She just gave me these papers and said, just
do it and that was it and she would teach the other class. So I
was left out. I pretty much said forget it. I’m not going to come
back.
[Thinking about and reflecting back on the past, can it help some
students get ready for self-directed learning?]
Sam: Reflect? To think back—forget the past! If it is all bad it
ain’t going to do you any good to remember it.
Karla: It hurts, but sometimes it is good to get it out, off your
conscience if you can. It is never going to leave you. It is always
going to be there no matter how much . . .
Sam: Good, get it out so you don’t have to think about it.
Karla: As long as you think about it in a healthy manner and
you are dealing with it while you are thinking about it. I think so
and move on.
[Is the most important part of self-directed learning managing
your own learning?]
Karla: I agree managing your own learning. You have to anyway
because that is why you are going. If we [I] had graduated and
everything else we [I] would be doing it on our [my] own.
205
Concluding the Analytica l Process: Karla and Sam’s Fxperienres
By the end of the program Karla appeared to be still dependent
upon teachers. When she can demonstrate more self-confidence in
working on her own, that will become a clearer indication of more
movement towards being able to manage her own learning.
Internally there were many indicators of movement towards a more
readiness state.
Karla needed to be shown that she was improving her reading
and writing skills. Showing her improvement would give her the
additional boost in confidence she needed to learn on her own, as
well as better managing her own learning.
Karla fully appreciated and understood the importance of
persistence and its connection to being able to manage one’s own
learning.
Like getting yourself to the program--involving yourself in the
classes, in options and all kinds of things. Finding out other
choices. Just being persistent and asking teachers for more work
and help. It [persistence] is motivating you to be more
independent. You are learning how to be more independent.
Sam was more advanced in his academic pursuits than Karla,
thus more capable of managing his own learning. Sam had a slight
problem of putting himself down or blaming himself in one session.
This may have been a result of an improved sense of critical
awareness and reflective thinking. Once he began to show movement
towards developing a stronger sense of critical awareness he also
started to develop a more positive self-concept.
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Sam had finished high school and that experience may have
contributed to making him somewhat more capable of managing his
own learning than Karla. Even if it was only through the experience
of developing strategies for existing and getting through school. Sam
was always present for class. “You have to make it to the class. You
have to be in class before you do anything, ‘anyways.’ You have to
get in the class and learn.’’
Supportin g Their Peers: Charity. Tippy, Janet. Denise. Kathv and
Manual
[I asked the group in the first field-test the following question.
When you hear self-directed learning, what does it mean to
you?]
Kathy: Teaching yourself how to learn. Studying at home with
your books.
Charity: Teaching others how to learn. Like helping if they have
a problem with their English or if they got stuck on something-
helping each other.
Manual: Yes the GED program. I take it for myself. I study and I
start on the mathematics and a little more here and there. I have
some ability for learning myself.
Denise: Setting goals and finding the best route possible for
yourself to achieve those goals.
Charity: To help yourself. You have to learn. You can’t rely on
everybody else to help you. Sometimes you can and sometimes
you can’t. You have to learn yourself. You have to be motivated
to learn.
[How about the internal side?]
Kathy: You have to be motivated to do it, or you do it badly.
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Denise: Or you will do it, but you will resist against it.
Charity: If you have negative feelings you are not goin» to
learn.
Kathy: First you have to try and get rid of them.
Charity: Leave them outside the classroom. Leave it at the door.
[Did any of you guys have these feelings?]
Denise: My motivation for my life was that little train that said,
I think I can, I think I can. I can do whatever I want. Nothin^
is holding me back.
Kathy: Oh they (some) say, “I have been out of school for 30
years my brain is no good.”
Tippy* I use to say that all the time. Well I’ve been out of school
for 20 years. Like I was thinking everybody was going to be
Kathy’s age (25 years old). I don’t want to go back there. I felt
funny coming here. Then after.
. .
Charity: How do you feel now?
Tippy: I’m glad that I did.
Charity: We are glad to have you.
[Was it a big decision to come back?]
Tippy: Yeah, it took me twenty years to do it. if I didn’t have
my son I would probably still be sitting home.
Kathy: She changed a lot. She motivated herself to do it.
[Does this program help you because it is structured differently
from regular schools?]
Tippy: I don’t mind coming here. I learned a lot since I’ve come
here. I found out I wasn’t as stupid as I though I was. Well,
when you quit school and you are out for twenty years. . . It is
like, “What am I going to do when my son starts coming home
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with these word problems and I don’t know how to help him.”
What, do I have to call somebody else to come and do it? I still
won’t probably be able to help him.
Denise: Some of us want our kids to know that their parents are
not quitters.
[Is reflecting back on the past a positive thing to do?]
Charity: Forget the past and move on. Think of your future.
Move on to the future and think of what your goals are going to
be, just do it, do it. If you bring negatives everyday you
probably will never continue.
Manual: No, don’t forget.
Denise: But you can learn from the past. Because in the past you
make mistakes. If you think about them, remember them and
you won’t make the same mistakes. If you had difficulties with
certain subjects in school, think about those and when you get
into classes like this, work on that more.
[Are you saying it is good to reflect on your past experiences?].
Kathy: Everything you did in the past wasn’t bad.
Denise: If I had forgotten about the past I wouldn’t be here
today. Why would you come back?
Charity: Sometimes it is good to reflect on what happened and
on things you didn’t like back then.
[Are solidarity and SDL opposites?]
Kathy: They can be combined.
Denise: They can meet halfway. Just putting your opinions into
a conversation. . . You can’t have a conversation with yourself.
Part of you has to go into the group.
Charity: Yeah, facilitating the meetings.
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Kath>: We also do things in class. We read newspapers and
there will be questions. Tippy will answer the first one, Charity
the second. ... or they will pair us off.
[What is the student council?]
Janet. In the student council we just find out what problems the
students have. If we can change them.
. . We have been having
problems with the bathroom— people weren’t cleaning them.
There were no mirrors in the ladies room. There is one staff and
the rest of us are students. We also worked on a student
handbook for
Component Two: Do Schools Offer Equal Opportunity for All?
Beginning the Analytical Process: Did the Participants Unlearn the
Blaming the Victim Mentality?
Both participants, at times felt that they could blame the
teachers and the system and that schools did not always offer equal
opportunities to all. “They shouldn’t go by if your father was a
farmer or if your mom was a farmer or if she was a nurse or a
lawyer or a doctor. Maybe that child doesn’t want to go the same
route as his mom went.” (Karla) There were also several other
extenuating circumstances that they could blame as well. Peers,
family, illness in the family and other circumstances were also
identified as sources of blame.
Unlearning the blaming themselves mentality helped the
participants develop a more positive self-concept— necessary in
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order to be more able to manage one’s own learning and become
lifelong learners.
Again, as we shifted from component to component there was
continued movement away from the blaming one-self mentality. It
was important for an individual to ascertain how and if in fact they
blamed themselves before showing movement away from blaming
one-self. For some individuals it takes longer to recognize that they
did or do at times blame themselves, and for a rare few it may even
be OK to blame themselves as long as they have a healthy attitude
towards it and recognize that they are adults now and move on with
their education.
Unlearning the blaming themselves mentality went a long way
towards helping the participants develop a more positive self-
concept, which is important in developing the persistence needed in
order to stay with the program. For some learners, once the blame
shifts to the appropriate party(s), they eliminate other self-doubts
and transform to become more self-confident. They will also become
freer to participate in the management of one’s own learning. They
were identifying circumstances that led to some of their earlier
schooling experiences.
Engaging the Issues and Interacting with the Process: Karla and
Sam’s Experiences
[Do schools offer equal opportunities for all?]
Sam: Some students get treated differently. They are probably
smarter or some are slower and they don’t get it all.
Karla: Sometimes it depends on the person [student] or the
teacher. If that is what they want for that student, if they are
going to push that student and make them realize that there are
options for them. Whatever they [teachers] want to do.
[Do teachers give more help to some students?]
Sam: They like them because they learn better.
Karla: They are not disrupting the class. Now a days some kids
get more help. Some of them come from different parts of the
country and they do good. I don’t know why but they do. They
give them the opportunity. Some kids get that and some kids
don’t. Then you have the teacher’s pet.
Sam: Who becomes the teacher’s pet?
Karla: The more knowledgeable ones. Sometimes it depends on
the student, if you got the potential to do it and you are goofing
off. They are not being paid to discipline you.
[Sam, before you talked about teachers liking some students
because they learn better. Do some teachers pay more attention
to students who were like them?]
Sam: Yeah that could be it—yeah, nicer because they look . . .
[like the teacher?]
Sam: Yeah.
[Are some kids treated differently?]
Karla: Sometimes when the child is slower. We were down like
in the basement. The kids were making fun of us, like we had
some kind of handicap or something, which we didn’t. They were
making fun of the handicap kids as well. Sometimes you have
your teachers who are a little nasty too. I don’t know why—they
are adults too!
Sam: They don’t think—the kids and the adults.
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Karla: I think some black kids make it and others don’t. The
same with Hispanic and others. Some of them make it and others
don’t.
[What was school like?]
Sam: I was just there. I had to go and that was it.
Karla: I think it could have been better. Give me the help that I
needed.
[Is the purpose of schools to reproduce the work-force? How do
they do it?]
Sam: Probably through grades, or what you liked. In [City]
if you wanted to go to college you went to [school]. If
you wanted to be a machinist you went to a trade school. It was
the grades and stuff.
[What do you think of reproduction theory?]
Karla: It is unfair. It is history repeating itself, it is.
Sam: They will find work like their father. History repeats itself.
Karla: Yes it does. To some it offers opportunities and to some it
doesn’t. The child and the parent and the upbringing.
Concluding the Analytical Process: Karla and Sam’s Experiences
Karla blamed herself a lot, especially during the earlier
components because she had to come back to school as an adult. She
put herself down during these earlier workshops.
Karla also blamed the schools and the teachers for some of her
earlier negative schooling experiences. She agreed that schools did
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not offer equal opportunities for all. “They shouldn’t go by if your
father was a farmer or if your mom was a farmer or if she was a
nurse or a lawyer or a doctor. Maybe that child doesn’t want to go
the same route as his mom went.”
Karla later came to shift some of the blame to her family and
peers as well. Shifting the blame was an indication that she was
perceiving her past situation and earlier schooling experiences
differently.
She was incorporating more positive changes in psychological
growth as a result of recognizing that it was the interaction between
schools, family, peers and herself that caused a lot of her difficulties.
There was continued movement towards unlearning the blaming-
the-victim mentality.
Karla was also beginning to incorporate some additional positive
changes in attitude and behavior as the program progressed. She was
putting herself down less and less often as the program progressed,
while at the same time continuing to blame schools, teachers, her
family and classmates lack of support for some of her earlier
schooling experiences.
Karla did not put herself down during the latter workshops. She
blamed the system and a lack of support by teachers, family and
friends. These results confirmed that she was finally perceiving her
past situation and earlier schooling experiences differently. In the
end she was displaying a more positive self-concept.
Sam never openly put himself down for coming back to school.
Although he did indicate on the self-assessment instrument that he
blamed himself because he had to come back to school. He attributed
some of the blame to the teachers and the school system because he
had to come back to school. But during the discussion he stated that
he had good teachers. I noted several contradictions in his attitude
and behavior. Sometimes what he said during the discussions and
what he indicated on the self-assessment instruments were
contradictory.
Sam did not put himself down often during any of the
discussions unless we consider his comment that “I was just there, I
had to go and that was that.” Perhaps this can be taken as an
example or evidence of self-criticism. If so, then that was an
indication of reflective thinking and of blaming oneself.
He did not talk too much about his past experiences, so there
were few indicators of him perceiving his past any differently in the
earlier sessions. As the program progressed he began to participate
more, which could be interpreted as an indication of movement
towards changing one’s attitude and behavior.
During one component Sam began to put himself down, where he
did not do so during any of the earlier components. One inference
from this behavior was that he was finally reflecting and becoming
more of a group member. He may have needed to spend some time
in reflection in order to discover that, at some point in his life he
really did blame himself.
He resisted school in his own silent way by just “being there,” as
he put it. He was beginning to put the blame on some teachers and
schools, sometimes parents and siblings, but more just on his own
particular circumstances. These were all indicators that he was
reflecting and perceiving his past situation differently. Thus a fair
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conclusion was that all of this internalizing of the subject matter led
to a changing of attitude and behavior.
After one session of actually blaming himself Sam was back to
directing the blame elsewhere. He was blaming the teachers more,
where he was once reluctant to do so. But more than anything he was
blaming his own past circumstances. He was perceiving his past
situation differently and incorporating changes in attitude and
behavior. Unlearning the blaming himself mentality was becoming
apparent in his change in attitude.
Supporting Their Peers: Charity. Tippy, Janet. Denise. Kathy and
Manual
[What does, schools offers equal opportunity for all mean to
you?]
Kathy: They give everyone an equal chance.
Denise: No, I think they favor boys over girls.
Janet: It has been proven that the boys get treated better than
the girls.
Charity: Not all the time.
Janet: The majority of the time.
Charity: Because boys are jocks. They do better than us. They
get out there and play football and . . .
Denise: Just because they wear jock straps . . .
[Can you give some examples of how boys are treated
differently?]
Janet: When the teacher asks a question, and a boy and girl
raise their hand the teacher will go to the boy. They did a
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survey. I believe it was in California. The teacher didn’t believe
she was doing it until she saw the tape. Then she realized that
she was asking the boys most of the questions.
Charity: Was it the same boy all the time?
Janet: She would just go for the boys and not the girls.
[Can you think of any other examples? How did that come
about?]
Denise: Women just stayed home and the men went out in the
work-force.
Tippy: That is how it started out. We teach the boys more
because they are the ones who go out and work. The women are
just going to stay home and have babies anyway. It is not like
that now. It shouldn’t be like that.
De nise: It is not only that. It is the boys too. Boys are offered
much more than girls. For us to get a scholarship we have to be a
“brain.” For them to get a scholarship all they have to do is kick a
pigskin across the field.
Tippy: I don’t want my daughter growing up to become a
quarterback.
Charity: If that is what she wanted. If she could handle it, let
her go for it. You have to make your own choices in life now. You
can’t choose for your child.
[So, schools don’t offer equal opportunity for all?
Charity: Sometimes they do.
Denise: They don’t have to know the material and they still
pass.
[Are there any other examples?]
Kathy: If the students are smarter they will get more attention.
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[Polarized themes: Will Willey and Tommy become doctors or
lawyers or find work like their dad?]
Denise: If he can’t keep a job how is he going to get his children
into college? How is he going to pay for their college? If the
teachers are truly categorizing the students, they are going to be
more like their father.
Charity: Yes, because of the background of their father. How he
dropped out of school and worked in the factories and the mills.
Some kids may want to become doctors and lawyers but life
doesn’t treat them like that.
[Do you think that family background has a lot to do with it?]
Tippy: If you live and work in an area that has factories, mills
and coal mines the boys are most likely going to be doing the
same thing. If you grew up in a big city your chances are
different.
Manual: If both parents want their children to have more
opportunity then they had.
. .
Tippy: I would like my son to be a doctor or a lawyer. I’m sure
you would even want your daughters to be doctors or lawyers.
Denise: My daughter wants to be a teacher. She is five years old
and is constantly pushing herself. If she gets one wrong or
doesn’t get an A+ or 100 percent she has a “hissy fit” [temper
tantrum]
.
[Show me evidence that there was not equal opportunity for all?]
Charity: They labeled John a trouble maker and as having
behavioral problems because he spoke his mind. They should be
able to speak their mind. The teacher should respect their
opinion, not label them. It makes the kid feel self-conscious.
[Any other examples?]
Denise: Could it be that he was living in a poor section of the
city and the amount of money invested in his education was less
than other students?
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Janet: The kids in (town) think they are better than we
are because their parents own their own home.
Kathy: They act like they learn a different language. Why, are
they any better?
[What does monkey on the back mean to you?]
Tippy: It is an attitude.
Charity: An attitude that you dropped out of school and you are
not going to be anything.
[Who gives you that attitude?]
Charity: Yourself.
Janet: Yes, mainly.
Charity: It means, when you drop out of school you are saying
to yourself “Oh I am a quitter. I am never going to be anything.”
You carry that around on your back your whole life.
[If you move up, will there be people who remind you about the
“monkey on your back”?]
Charity: You dropped out, you don’t know nothing. . . heard that
a few times.
[What strategies can you use?]
Charity: Go back to school and try to learn more. Then you can
say, “Well I went back to school”.
Kathy: You just ignore them and go on with your life.
[How about getting angry?]
Kathy: You don’t get anywhere. Just ignore them. You just get
yourself upset.
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Manual: If you come back to school it doesn’t matter what
people say.
[Can you compare the two case studies?]
Charity: One has a “chip on her shoulder,” the other has a
“monkey on his back.”
[Can the “chip” be a strategy to counter the monkey on the
back?]
Charity: Yes.
[Do Tonya’s sons have more choices than John’s sons?]
Denise: Yes, they have more choices.
[Find evidence that Tonya believed in working her way up?]
Kathy: They taught her to set goals.
[What made setting goals work for her?]
Kathy: Getting rewarded.
[What should the school or system have done differently?]
Charity: Be more equal--better than they have been in the past.
Kathy: They need to change the public school system entirely.
There are so many things in class that we all have a problem
with. We all talk wrong. You can see what a poor education has
done in the way they teach us. It is the teacher’s fault. A lot of
teachers don’t give the children enough attention or teach them
enough.
Denise: But they didn’t teach us to speak the way we do--with
our slang.
Kathy: Yeah, non-standard English.
Charity: Our teacher [adult teacher] teaches us all the time.
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Kathy: That is the way the teachers should have been when we
were in school.
Denise: I had strict English teachers. If the people around you
speak slang it is tough to pick up on it [standard English].
Tippy: When you were 10-14 years old it should have been
corrected.
Kathy: If it was corrected we wouldn’t be talking this way. We
think we know English well but we don’t.
[Shouldn’t we be respected for who we are?]
Tippy: That is right.
Kathy: The most common problem is the way we speak.
[Shouldn’t you be respected for the way you speak?]
Kathy: Think about how many years you spend in school. You
should speak a lot better than you do. A lot of times I didn’t
know that I was saying anything wrong.
Denise: If we were sitting at a table full of lawyers could we
understand every word they said, could we understand them
and could they understand us? They would sit there and say,
“Listen to the way this lady is talking.”
Tippy: What difference does it make where we go to school and
how much the taxes are? You see the differences in where the
teachers are coming from. It shouldn’
t
make a difference. All
teachers are taught the same thing whether they teach in
or if they teach in . They passed their test and got
their degrees so they must have comprehended something.
Kathy: You can get your GED and still have just basic minor
knowledge of education. I think a teacher should go through
more than a doctor [medical]. It should be at least 10 years.
You can graduate from high school with all “Ds” and you learn
nothing the whole time you are there.
[Is that the kid’s fault or the school’s fault?]
All: The school!
Denise: The kids? If they see they are struggling they should
ask for help. I feel just because I left school doesn’t mean that
I’m a quitter or going to be left sitting on the side and letting the
train pass me by.
Kathy: I wish we could turn back the clock.
Janet: You know what you did when you were in school, so you
don’t want the same for your kids.
[Can we learn and benefit from both of these case studies?]
Denise: Where you grow up has a lot to do with who you
become.
Kathy: The amount of money you have. . .
[Can you make any changes? Can we change the government?]
Charity: We can change it.
Denise: We should. I don’t know how to do it, but I wish we
could. We don’t have enough knowledge to know how to do it. If
the government would allow more money to go into the schools
instead of going to different countries.
[Anything else we can learn from these case studies? How come
Tonya was able to succeed?]
Charity: Her parents pushed her. Sometimes you need support
at home from your parents.
[Where else can you get support?]
Charity: From your teachers and peers.
All: Parents, peers, sisters, brothers, self, anybody . . .
Kathy: A lot of times even if you get the support you will have
a negative feeling. You have to think positive first. Get rid of
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that feeling. A lot of negative people like my mother are always
negative about something.
[Some adults come back and they change.]
Kathy: But they still have a little negative [feeling] in them.
They may not say it.
Charity: The family background, the money, the schooling and
the parents.
Kathy: The student’s ability to learn.
Tippy: Nobody said John couldn’t learn. Everyone is capable of
learning.
Denise: If you don’t want to learn you are not going to. . .
Kathy: Get rid of the negative feelings. If both your parents are
always rewarding you, usually that child will do something. It
shows up during the early years.
Manual: Both parents need to want the best for their children.
Component Three: Resistance and Persistence in Schools
Beginning the Analytical Process: Did the Participants Unlearn the
Shame Issue of Returning to School as Adults Mentality?
Transforming all of these self-doubts into self-confidence is an
important piece in the puzzle to developing a more positive self-
concept and important characteristics within the SDL. Being ashamed,
as well as blaming yourself are examples of self-doubts that
interfere with being able to develop self-confidence, thus making it
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more difficult to learn in a non-directive manner without a teacher-
on one’s own or in a group-as well as to be able to manage one’s
own learning.
It was all part of the transformation, or progress along an
imaginary continuum that was taking place during the Bottoms Up
Program. Learners developed more of a sense of a positive self-
concept by changing, and by generally displaying forms of
psychological growth. Perceiving one’s past differently was also an
important indicator of psychological growth and an indication of
overcoming the issue of shame.
By the end of the program both participants were able to show
that they were not ashamed to be back in school as adults. Both
participants were probably at the stage where they would admit that
it was something that was done to them by others or various
circumstances, not anything they had done to themselves , why they
were currently back in school.
Engaging the Issues and Interacting with the Process: Karla and
Sam’s Experiences
[Do some students resist schooling? How?]
Karla: Yes they do. By not showing up. Sometimes when you do
show up you get a little panicky, you get a little scared. There
are some kids who tend to follow their parents. Like if their
parents worked on a farm and that is what the father is looking
for in the boys. . . and the son doesn’t want to, he wants to
become a lawyer or a doctor or just wants to be nobody.
Sometimes when you try to make your son take over your
business or be something you was they end up on the streets
and homeless sometimes. I’ve seen it happen.
[Any other examples?]
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Sam: Someone who goes in and is a clown or something
probably. Kids do a lot of things to get the class laughing or
something. Not coming in, pretending to be sick, by^getting into
fights, by being bullies, taking money for lunch. Skipping class
and being in the hallways walking around. They have cliques.
My sister use to go to school but she had to be there early to see
her clique. Some people don’t go to class they just hang out.
Karla: On my way to school today I saw a young lady coming
from one of the schools. She had on a dress tighter than my
finger. You could see her figure in it. High heels--like they had
been pulling tricks. They are presenting themselves as if you can
approach me, here I am. No female should be allowed to come to
school now a days-- 1994--dressed that way. If you allow them
to do that, they are going to get away with anything and they
are going to feel like they can. When they start they are going to
start to rebel, like they are doing “anyways.”
[What cause some students to resist schooling?]
Sam: Making fun of you. My father use to make fun of me when
I was a kid. “Rank” on me and stuff. My brothers would “rank”on
me.
[What about the ones who persist?]
Karla: When you find out that your child likes school and they
are sticking to it and learning is interesting to them and they
keep going you have no problems. It is not hard to steer your
child in the right direction either. They are mainly steering
themselves. You have already put the work into it. You have
done your job.
[What are some examples?]
Sam: Steve
.
He wore glasses and the whole ... a “nerd.” An
(A) student, triple (A) student, whatever you want to call it.
Everything comes easy for him. He just wants to study. He
doesn’t have a girl, doesn’t want a girl, but he is really smart.
Comes in early, wants more homework, likes everybody, a nice
guy, with a neat little tie. Participates more like in chess and
different kinds of clubs.
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[What cause them to persist?]
Sam: If they like school they have fun. If you don’t like it or
have a bad time you are not going to have a very good time.
They get picked on.
[But when they become adults.
.
.]
Sam: You want to be them. They get the money.
Karla: Parents. They were persistent in making sure that she.
helping her to reach her goals. The student also, her classmates,
her teachers. It has got to be everybody.
Sam: A happy childhood. Her mother and father treated her.
She liked learning, she liked school.
[What are some characteristics of a persister?]
Karla: On time for class. Get their homework done, ask for more
work, address problems in schools, be more open and persistent.
Sam: Don’t let things “bug urn”.
[Are there any bad characteristics of a persister?]
Karla: Yes there are! Sometimes a student who is a persister or
perfect tends to get on your damn nerves. Sometimes they start
trouble. Yes they do. Sometimes their head gets real big—chip on
the shoulder—and your head is up in the air. Better than
anybody and they realize it. Some kids, they are very mean and
nasty.
Sam: Arrogant! Some kids take care of them real quick, trip
them or put gum on their seats or put something [signs] on their
butts—kick me or something like that. No one needs it.
[Can this characteristic relate to adult students?]
Karla: Adult students who are going back to learn again can
benefit from when they were a child [experiences]. That support
for me as a child wasn’t there.
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Sometimes when I come to school now as an adult and think
back, that if I had thought about it more clearly and stuck to it
more when I was younger.
. . If there is something wrong in the
home then the child will not be able to function right in school. It
comes from home. It is never to late to learn, but it is best to get
it while you are young. It is never too late. Like now I go to the
adult learning class and everybody is equal—cause everybody
understands everybody.
It sends an electricity through my system and I feel good.
When I don’t attend class I hurt myself more. It is not being
done purposely. We all have to study more to learn.
Sam: You know the teachers in there are pretty nice too. They
are real different, they are easy going. They are not, you know,
sometimes teachers have that little.
. . It seems like, yes a chip
on the shoulder—arrogance. “I’m better than you because I’m
teaching you.” These people are like one of you.
Concluding the Analytical Process: Karla and Sam’s Experiences
Karla experienced a lot of shame issues when she first returned
to school as an adult. She was also experiencing feelings of shame
during the earlier sessions in the Bottoms Up Program. At this point
in the situational context Karla had shown a shift towards developing
a more positive self-concept. She was daring and willing to reveal a
lot about her past. She talked about how good she was in sewing,
cooking, and how she liked music in her earlier schooling
experiences. She also admitted that she can read and write a little
better now. She also began to display initiative by suggesting extra
writing activities.
Over the course of the last two components she rarely put
herself down in discussions. She was perceiving her past situation
quite differently. She sometimes incorporated changes in attitude
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and in resulting behavior. Because of this change she sometimes
displayed a more positive self-concept as a result of growing,
changing and being more daring.
One consequence of Karla rarely putting herself down in the
latter discussions was that she was beginning to perceive her past
situation quite differently. She also began to see her current situation
differently as a result of being in the Bottoms Up Program. She
blamed the schools, her peers and parents more often now than she
did prior to joining the Bottoms Up Program. She incorporated some
changes in her attitude and in her behavior. As a result of these
changes in attitude she sometimes displayed a more positive self-
concept by growing and being more daring.
Perhaps it was more of an attitudinal change, since neither Karla
nor Sam would likely want to outwardly display a positive self-
concept. She saw her situation and herself somewhat differently and
that was a direct result of being a participant in the Bottoms Up
Program.
Sam felt no shame when he returned to school as an adult the
first time nor does he feel ashamed at the present time. He hinted
that there were circumstances beyond his control. He failed to
elaborate during the earlier sessions just what those circumstances
were.
As the program progressed Sam began to put himself down,
where he didn’t do so during the earlier workshops. He had to spend
more time reflecting in order to truly see that he did blame himself.
He was demonstrating a change in attitude and behavior by
participating in the dialogue more often. In small ways he was
228
beginning to perceive himself differently. From the evidence
presented, I inferred that he was moving towards developing a more
positive self-concept.
By the later components he was not putting himself down. His
time spent in reflection and self-dialogue allowed him to discover
that he had at one time in his life blamed himself. He had finally
begun to perceive his past situation differently.
He was demonstrating small changes in attitude and behavior by
participating more in the discussions. In some ways he was
beginning to perceive himself differently. He emerged from the
Bottoms Up Program with a more positive self-concept.
Supporting Their Peers: Charity. Tippy, Janet. Denise. Kathv and
Manual
[What does the phrase resistance in schooling mean to you?]
Charity: Showing up late, rebelling against things, being a bully,
talking back to the teachers and cutting classes.
Kathy: Resist going to school. Resisting your teachers because
you don’t like them. Not doing any work. Forgetting to bring
your pencil, putting your head down on your desk during the
last five minutes and waiting for the bell to ring.
Tippy: Just not going at all—rebelling. Sitting in the back of the
room making wise cracks.
[Why do students resist?]
Kathy: They just don’t want to go. I just had things that were
better to do—going to the mall. I would walk to the school and
meet my friends.
Tippy: I just didn’t like being there. I just didn’t want to be
there. Whatever they did, I didn’t like getting up early to go
229
there. I just didn't like sitting there all day long. 1 would take
the school bus to school, walk in one door and out the other.
Walk across the street and get the bus and go to another city—
the city my mother moved from when I was 16 years old. I use
to go to the other schools. We moved when I was in the 11th
grade and I stayed back. I didn’t like being there anyway, but I
worked because I knew everybody there. When you go to the
new school.
. . I had to take a bus and I didn’t know what bus to
get on. When I moved it was harder.
Denise: I left school in the ninth grade. I went to 12 or 13
schools. My mother was like a “Gypsy,” she would just keep
moving from one place to another. It’s hard to “get into” a class
and get adjusted. I got so sick of trying to make new friends
every couple of months. It became too much.
[What does the word persistence in schooling mean to you?]
Denise: Perfect attendance.
Charity: Being there.
[How about in your country, do many students drop out?]
Manual: It is very high.
Kathy: Many of them quit because they have to work and help
their family.
Manual: Private school is too expensive and the public schools
are not too good. You need money for the house. There are a lot
of problems.
Tippy: It is like anywhere else.
Denise: Do they still charge you for your books and materials?
[Do you need uniforms?]
Manual: Yes. In the public schools you need uniforms. In the
Christian schools you need uniforms too.
[What are some positive characteristics of a persister?]
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Charity: They achieve what they want to achieve.
Kathy: They treat the teacher better.
Denise: You can always count on them.
Manual: If you are learning you can persist in school. If you
have a lot of problems you can’t persist in the school. If you
don’t have a lot of problems you can persist. If you have a lot of
bad things you quit. If your parents push you, you can persist. If
your parents don’t pay too much attention to what you do
maybe you won’t persist. You need support at home.
[What in the story says John was a resister?]
Charity: He had the monkey on his back.
Kathy: He didn’t like school.
Charity: He didn’t like the teachers. They didn't give him any
respect. If they gave him respect as a kid maybe he could have
done more. They didn’t think of his feelings. They just didn’t
respect him. If you are not getting respect why should you be
there? You are going to become a resister. You are going to start
as much trouble as you possibly can.
[I hear a lot about the issue of respect. How important is that?]
Charity: You got to have respect from the teacher. If they don’t
respect you, you are going to do everything in your power to be
a resister. If they don’t respect you and your opinions, why
should you really care what they think.
Janet: Sometimes it works both ways. Sometimes the teacher
doesn’t respect the kids. But that is why the kids don’t respect
them. It is like the feeling (you get) when you first meet the
teacher. If the teacher looks at you in a strange way, you know
you are not going to get any respect from them.
Charity: If you want respect you have to give respect.
Manual: Sometimes the students are a little confused about the
issue of respect and rights.
Charity: Some teachers don’t respect the children. They have an
attitude problem. A kid can pick up on an attitude, like that
[fast]. Some teachers have attitudes that are worse than
children’s attitudes. They are out there to teach these children,
then they should show them respect. They shouldn't have an
attitude. Everybody is different in their own ways. You shouldn’t
have an attitude towards that child. That is why they rebel so
much against them. I’ve seen it happen a hundred times.
Manual: In my country the students respect the teacher more.
Sometimes students get confused with resect and rights. In this
country the children have too much protection. Sometimes they
abuse their rights. You should respect your elders and teachers.
Kathy: When you walk into a class you should always show the
teacher respect.
Charity: I think all older people should get respect.
Denise: As adults we should teach our kids respect.
Manual: In some cases the teacher has a problem with the
students. Maybe, sometime it is the children, but the parents
never look at the problem being with their children.
Charity: Most of the time it is always the teacher they blame.
My mother would always tell me. If you give them respect then
you will get respect. I had that point pushed on me.
Denise: Kids can do no wrong. You are not going to stand there
and admit to guilt. Saying that your children are no good and
that they are wrong. Even if they are, you are not going to say
that.
[Polarized themes: What caused John to resist?]
Janet: He resisted school because of the attitude of the teacher.
Charity: He resisted authority.
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Kathy: The authority wasn’t perfect.
[What can John do about the “monkey on his back”?]
Charity: By being persistent, pushing himself and getting the
“monkey off his back.”
[Why didn’t John like school?]
Denise: He didn’t receive any respect.
[Are there any other roles that
. .
.]
Tippy: Putting girls in home economics. I had to take home
economics. Twenty or twenty five years ago you had to take
what they told you to take. You had to take home economics.
Charity: I got mad because I couldn’t take wood or metal. I
complained and they put me in there.
Denise: When you get into the wood shop classes you make
these little keys and you put little screws in it. The boys come
out with these houses!
Tippy: While you were making key chains I was baking cakes!
[What are some positive characteristics of a resister?]
Charity: Trying to get self-respect for yourself.
[How about questioning authority? Is that a bad thing to do?]
Denise: No, not always. They are not always right.
[So is it a good thing to question authority once in a while? Can
you give some examples of when it is OK to question authority?]
Janet: Sometimes yes.
Denise: If you are unsure of something. Maybe there is a better
way.
[What are some of the bad points of being a resister?
]
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Charity: Rebelling.
Denise: It doesn’t get you very far.
[Was Tonya a persister?]
Denise: Yes, she pushed and pushed.
Manual: She was a persister because she lived under certain
conditions that John didn’t.
Charity: She was stubborn and wouldn’t be defeated.
Denise: She pushed herself so hard that she actually made
herself physically sick.
Janet: My husband has a cousin who is in college now. When he
was in school he had to get an A. If he didn’t get an A he would
automatically get migraine headaches. His mother would take
him to psychiatrists. There was nothing wrong with him He just
had to be persistent.
Tippy: He was possessed.
[What caused her to persist?]
All: Her family.
Charity: Her friends, classmates and teachers.
Denise: Inner strength. If she didn’t want to do it she wouldn’t
do it.
[Why did she like school?]
Kathy: She liked to learn. She was possessed.
Tippy: She wanted to succeed.
Charity: Learning just “grabbed her by the seat of the pants’’
and wouldn’t let go! Learning caught her attention and she liked
it.
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[What are some of the good points of a persister? Can these good
points be directed towards something positive for adult
students?]
Charity: She would reward herself for working hard. You can
fall down and make mistakes but get back up there and try it
again. Keep going until you get it right.
Denise: If we weren’t persistent we wouldn’t be here.
Tippy: If we were persisters in the first place we wouldn’t be
here
!
[What are some negative characteristics of a persister?]
Denise: Sometimes they are annoying?
Charity: They get on your nerves.
Kathy: They think they are “smarty pants”.
[Do you remember any persisters in school?]
Denise: They are a little “nerdy”--bifocals.
Tippy: The ones who were persistent were always making you
go to the principal's office.
[They were rats?]
All: Yeah.
[Which case study did you like?]
All: Tonya!
Kathy: Do you resist coming here?
Tippy: No, I’ve been here everyday since school started.
[What should the educational system have done differently?]
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Charity: They should have paid more attention to us. They
should have given us some respect and pushed us more and we
would have not . . .
Denise: I think when the hormones kick in everyone is a brat.
Everyone thinks they know everything.
Charity: Respect— if you want respect you have to give respect.
[What should John have done differently?]
Charity: If he had worked harder he would not have been
labeled as a kid. If they had made learning more fun for him he
probably would have stayed.
Tippy: Here, (in the case study) it says that he liked to learn.
[Who do you blame?]
Tippy: I think it is half and half. It says that he liked to learn
but he was being labeled a trouble maker. They were saying he
couldn’t learn and that he had a disability.
[Do you think schools label individuals too quickly, sometimes?
Charity: Oh definitely, right off the bat.
[Why did they do that?]
Charity: Because of what they do in school. It depends on how
they present themselves.
[You listened to different perspectives and shared your own? Do
you see the issues any differently now?]
Denise: He wasn’t resistant to learning. Seventy five percent of
the students didn’t like the school. They should have got picket
signs and marched out in front of the door.
[What would have happened?]
Denise: They would have been suspended. But why should they
get suspended for something like that. They have opinions too.
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Just because they are under eighteen, they aren’t allowed to
voice their opinions. They get talked down to. It is our school. It
is there for us— to teach us and for us to learn. They just can’t
dictate to us what we are going to do. We have to be part of it
too, like here [Adult Program]. Why can’t our kids do the same as
we do here? It is so much better here. If I ever get out of here
I’m going to start fighting for those kids.
Do you guys all have brothers and sisters? Did they all quit
school? We all quit school.
Tippy: When we talk about resisters and persisters. Me and my
sister did not want to go and we ended up as waitresses and
bartenders. My other brother and sister loved school, and now
he is an electrical engineer and my sister is a computer
programer.
Manual: Do you know what I can’t understand in this country?
The students get a lot of support.
Kathy: Kids here don’t know what it is like to starve or to have
no clothes.
Charity: They are very spoiled. They get what they want.
Manual: Hunger is hard, real hard ! It is a serious problem.
Component Four: Resistance and Persistence in AL/ABE
Beginning the Analytical Process: Did the Participants Give
Themselves Enough Credit for Overcoming Barriers to Returning to
School?
Recognizing and giving oneself credit for overcoming barriers,
increases one’s sense of self-esteem and self-confidence—both
important pieces in the puzzle in developing a more positive self-
concept— as well as being important characteristics within SDL. These
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are characteristics that would later help one to better manage their
own learning.
During the earlier sessions judgements were based mostly on
their own perceptions of their past experiences with overcoming
barriers, which in the end were recognized as the most important
criterion. Recognizing that one has overcome many barriers as an
adult goes a long way towards making that transformation from
dependent to SDL.
Engaging the Issues and Interacting with the Process: Karla and
Sam’s Experiences
[Why do some adults come back and others don’t?]
Karla: Some adults need to. It took me a while to find a
program. This program is right for me. The program
wasn’t. It was self work—you worked on your own. It just wasn’t
there for me. I’ve been there twice. Then I went to another
program that wasn’t for me. This program is excellent. I
like it. From this one I achieved a little bit more.
Some of them feel it is too late or they are too old. Some of
them just don’t care. “Why should I learn to read? What am I
going to benefit from it?
Sam: Because they have kids—barriers—a wife, a job.
[Are kids a barrier?]
Sam: No, but in this day and age you might need two jobs.
Something has got to be done with those kids. You do not want a
stranger down there. Do you know what I am saying? I don’t
think it is a barrier, you have to do what you have to do.
Schooling is out there some place. If you can do it, you can do it.
[Some things are more important than school]
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Sam: Yeah, putting clothes on the kids. They are your kids, you
had them. If you didn't want them you wouldn’t have them.
Karla: Some people can’t make it because they simply don’t
know how to take the bus. There are some that cant read at all
so it looks different, especially if you come from a different
country. But I came from [USA]. It is just that the
words look different to me. I couldn’t articulate it [the problem],
but now I can.
[What about inside barriers-psychological and emotional stuff?]
Sam: Attitude, probably. They are bullheaded.
Karla: Self conscious and self-confidence. They have to have
enough confidence in themselves. Some have a handicap and
they’ re afraid of that too. They are embarrassed.
Some just lay in bed all day and feel comfortable doing that-
-no job, no life, no nothing. Why interfere and go to school and
get an education.
[Developing persistence in Adult Education programs]
Sam: Keep on coming!
Karla: Try not to miss and if you do, study at home-study more
at home. When you study at home it helps. It goes a long way.
[What about other programs?]
Karla: I dropped out of the program and went back
to the program. I had kids and they told me that I was
more important than my children, and that is a lie. Your
education is important and not your children? She told me that.
That is what she told me.
Sam: You are important too, though.
Karla: I am, but I had those kids. They didn’t ask to come here.
If I have to drop out, which I do not want to. . . If I feel that I
have to drop out I will drop out. They are probably saying, she
wants to drop out and lay up.
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[If the problem is the program, how do they need to change?]
Karla: Some of the programs really need to stick to the level.
"Well we don’t have this here for you, but we have got it for
Maria who comes from Puerto Rico.” I was in a program, it really
made me mad when I realized that she was in a level that I
should be at. They had me doing math and she was reading. I
said why are you reading? I’m reading so I can learn how to
speak better English. It was the same level I should have been
at. The only thing is that she is in it for a different reason. I’m in
it because I need to learn [to read]. There are some people who
don’t know how to be a teacher. If you are not getting it, it
makes a lot of difference. It is not fair to you. Who wants to
come into class everyday--adding? Do you know what I’m
saying? I want to read. The most important thing to me is
reading. They should try to meet everybody’s goals [needs].
Program should be mainly for people who want their
GED. They are a little bit unorganized. That is a waste of funding.
it is not set up right and program is. It offers a lot for
everybody’s level. The program I was in, they were truly uppity.
[How else should programs change?]
Sam: Programs got to do their own things. It is a time bracket
too. When the government is funding it there is always a time
bracket. Like 48 weeks or 24 weeks or something like that.
Karla: Even though the government is funding it, it is still unfair
to us. There is a time bracket and that is true, but they should be
open enough to let us know that this is not for you. That there
are other programs. If they are that concerned, but some of
them are not.
I found out about this program through the program-
through a student. Then my husband came in and found out
about it. He brought me here and got me involved. He was
looking for programs. He asked around. We were both looking.
The program is strictly self-dependent, you have to
do it on your own. The teachers cannot help you as much either.
They make you take a test. I took a test. I don’t even know what
the hell I marked off. I could have been marking off something
and [then] they come and pick me up and wrap me up in
padding and beat me up. Sometimes the government sticks it to
you.
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Sam and Karla: Barriers: Transportation, knowing how to get
there, finding out if there are programs for you and your
children, finding the right program, self doubt, respecting
authority of teachers, sometimes depression, fear, peer pressure
and courage.
[What can adults do themselves in order to develop persistence?]
Karla: Stick to it--study. Be persistent about asking about
programs. Be persistent about getting involved in programs. Be
persistent about getting there. Be persistent about finding out
what programs your kids can get involved in while you are at
the program. Be persistent in knowing everything. Ask the
teachers questions. Ask the students.
Find out the location and make sure it is not rough. Be
persistent about getting there. Be on your toes.
Sam: Get tokens, a licence and try to get a decent car. If you
don’t have money try to borrow somebody’s car or go for a walk.
[All the following phrases were generated from a brainstorming
session with other students. [Let teachers know how they learn
best and how they feel about learning.} ]
Karla: Yes, it is important because if you don't say anything you
will be in the same level you are in. It is important so you can
reach the level you want to reach.
Sam: Well if the teachers are ok. Some teachers don’t like that.
[How about here?]
Karla: You can, you can talk about anything, you can talk about
the personal [things].
[How about the way you learn?]
Karla: There are other opportunities.
[Reschedule things]
Karlai Doctors appointments, dentist appointments,
appointments for kids.
[Make school a priority]
Karla: If you are not working. Those who don’t have a job, that
can be a priority. It can be second priority if you have children.
[Make sacrifices]
Karla: You got to take that time to sit down and study.
[Feeling proud?]
Karla: Feel proud about what you have achieved. Feel proud
about pushing yourself. When you push yourself and once you
get it you can feel proud about it.
[Open up]
Sam: I don’t know about that. Open up a bit. Maybe a little bit,
but not a lot.
Karla: To me it means, be more open about yourself. Why you
are in the program. Open up more about you lack of reading.
Sam: That is alright, but I wouldn’t ... I don’t trust people. I
know. I got “screwed” too many times.
Karla: I have a problem with trusting people--even trusting my
spouse.
Sam: People in particular. Some people, they are all hypocrites.
Karla: I’m not ready to let my guard down. I’m not ready to let
someone come in and help me too much. I am independent.
Sometimes it is alright to let someone help. But when I feel that,
that person is helping too much and taking away my
independence I get scared, panicky, defensive.
[Keep a dream]
Sam: Well whatever you want to be. Keep the spirit.
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[You can do it-you need to care about yourself]
Karla: You don’t need to prove yourself to others--if you are
doing it to prove to your mother, your father
... The main thing is
to prove it to yourself that you can do it. You owe it to yourself.
[Feeling good and having a good positive self concept]
Karla: I have a problem with that. Sometimes I don’t feel that
good about myself. I don’t know why. I think it is important for
no one to “down” their children. Use the name you gave them. If
you get angry with them, try not to lash out by saying that you
are dumb, stupid or ignorant. As adults that will stay with you
the rest of your life. I experienced it.
[Deal with yourself]
Sam: That is what I’ve got to do. I get myself going. I get angry
and get my mouth going and get that out. .
.
just talking.
[You have to break free to form yourself]
Sam: I think society. I think society, it is about learning—going
back. Family time.
Karla: Breaking free from fear. Fear of what you think you can’t
do. Breaking free from the unknown. Some people are afraid to
become parents the first time. Breaking free to start all over
again. Sometimes you have to start all over again. You got to
break free from that. Put your foot down and push yourself.
Concluding the Analytical Process: Karla and Sam’s Experiences
Karla initially indicated that she had many barriers to overcome
before coming back to school. Now that she was in a program she
still continued to have some barriers to overcome.
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During each component Karla was willing and open to discussing
these barriers. She talked about the barriers she had to overcome,
specifically becoming a parent at a very young age and the difficulty
of coming back to school with three children. She also talked about
the difficulty of holding a job because she couldn’t write. She also
brought up the subject of indifferent teachers and an indifferent
school system as early barriers to her efforts to obtain a formal
education as a child.
She had also fully recognized some institutional barriers to
returning to school. These barriers were other adult programs she
had previously been enrolled in. This suggests that perhaps it was
her own intelligence that convinced her to drop out of these
programs and search for something more appropriate for her needs.
During later sessions Karla and Sam participated in several
brainstorming sessions and a full discussion of many of the barriers
adults face, as well as a discussion of some of the strategies adults
use to overcome these barriers.
Sam recognized that he had several barriers to overcome before
returning to school as an adult. Now that he was back in school he
only had one barrier. Sam had recognized that he had overcome
some barriers he originally faced in coming back to school.
Continuing in both his regular classes and in the “Bottoms Up”
Program were also indicators that Sam recognized that he had
overcome many barriers. He was still not willing nor open to
discussing these barriers, at least during the earlier sessions. He was
of the opinion that it was better to forget the past and to move
on.
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He had not yet openly shared what particular barriers he had
overcome nor had he demonstrated to me how he used his intellect
to overcome these barriers. On the other hand he persisted with his
studies, which was a clear indication that he had overcome some of
the barriers that he previously faced.
Over the course of the last two components Sam had begun to
show more willingness to discuss some of the barriers he has had to
overcome. He was beginning to demonstrate how he has used his
intelligence. He was also starting to recognize additional barriers.
Like Karla, Sam had later participated in a brainstorming session
and a discussion of barriers and strategies for overcoming them and
for developing persistence. He had been here for every session and
approached his studies with tenacity.
By participating in the last three components, Sam was able to
show a little more willingness to discuss some of the obstacles he had
to overcome. He was beginning to demonstrate how he had used his
intelligence in overcoming these obstacles. He was starting to
recognize additional barriers he had overcome.
Supporting Their Peers: Charity. Tippy. Janet. Denise. Kathy and
Manual
[Can you describe another program that you were enrolled in?]
Janet: [program’s name] was in . It was for kids who
were thrown out of school?
[Which program do you like better?]
Janet: I like [this program] better.
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[Some are structured like formal schooling and others are
structured where you work independently, and if you want help
you have to get someone’s attention and still others are.
.
.]
Janet: That is how [program’s name] was structured.
We did nothing. We took up space.
Kathy: What was the sense of going then?
[Why do some adults resist adult education programs?]
Denise: They will miss their talk shows. They think they are too
old for it.
Charity: They will miss their soap operas. They feel as though
they won’t be accepted by adult people. They feel as though they
won’t be welcome at all. School will be too hard for them. They
are not smart enough.
Kathy: Their age. They have little one. Babies having babies.
They don’t like school.
Kathy: Some never thought of it. Some were thrown out of
school before.
Manual: Some people don’t want more than to be able to eat
and pay the rent. They don’t need more. They are happy with a
little. Don’t complicate life. If I have some problems, send me
some money. I have ten dollars in my pocket. They get up at ten
or twelve o’clock. They don’t care about the time--never.
I want to improve my English because I want to be able to
help people come back to school--counseling. I want to be
involved in this. I want to be able to lead discussions on
different topics.
Kathy: They go out and get a job instead.
[When you hear about persistence what does that mean to you?]
Charity: They want to learn. They want to achieve more. They
want to get on with their life. They want to be something. They
want to go off to college-do things. They are persistent. They
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are going to come in here and work all the time--try and get
through it as fast as they can--to get on to something else.
[What are some of the barriers they have to overcome?]
Charity: Getting day-care for their children.
Janet: Sometimes it is a learning disability.
Tippy: Like I have with math.
[Have any of you guys tried other programs?]
Janet: I was in Corps.
[I use to teach in Corps. What did you think of it?]
Janet: Half of the day we were in school [academics] and the
other half of the day we were in vocational classes.
[You lived there and you got paid too. What did you think of it?]
Janet: They didn’t pay you enough to be away from your family.
They don’t like you being in the same state as you come from. It
was like being in the military-the K. P. and AWOL. If you did
something you had to go to court. It was like you couldn’t
breathe. Every time you turned around there was a staff
member there. I didn’t like it at all.
[How about the other students?]
Janet: That was rough, because we had a lot of different
problems.
Charity: They don’t want to learn they just want the money.
Janet: I was like a “greenhorn.” I didn’t know what a gay person
was. I found out.
Kathy: Is that what they do in those places? Is it like jail?
Charity: There are a lot of them.
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Janet: People you don’t think are gay, they are.
[What kind of programs was John involved in?]
Charity: Electronics Training Program. He didn’t know what he
wanted in life. Nothing was interesting to him. He kept dropping
out. Nothing was really catching him. The money was a part of it.
He was a “deadbeat”.
[Why do many people not want to take part in these programs?]
Kathy: The programs are not what they say they are. They
promise one thing and give nothing.
Manual: They [potential students] need to learn more about the
program. If you know about any program you can go there.
[How about private programs? Has anyone attended any of
them?]
Kathy: They cost too much money.
Charity: My brother did a couple of them.
[He got ripped off?]
Charity: Of course he did. He had a lot of problems with one of
them. He was screaming at this lady on the phone one day. They
lie to you.
Kathy: If they teach the same thing as . . . Why should you pay
more?
[You have to be careful of those programs.]
Denise: How about the one [a famous person] pushes?
They sent me these stupid things to get a Child Care Certificate.
Kathy: Train at home--a kind of correspondence school.
Janet: I did that. Every time you sent them something they sent
you something back. They would send your work back and say
this is wrong and that is wrong. They wanted the money.
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Kathy: I did that. I bought one book and then I quit. It was like
20 something dollars for the book.
Denise: They sent me this package with a little piece of paper
folded in half and this is suppose to be a book for a child. I could
write the story myself. And these safety things! They send you a
little gauze pad and this is your safety kit? A gauze pad and a
thermometer for a hundred dollars!
[How do those types of programs need to change?]
Charity: They need to tell the truth and give more information
about the programs so people can make up their mind. Tell the
truth. Don’t lie.
Manual: I have some friends who don’t know about this
program. If you think that this is a good program you will talk
about it.
[So the best advertisement--word of mouth? If you don’t lie and
tell the truth then the old students will bring in new students.]
Manual: Yes!
[Brainstorm a list of situational barriers.]
Denise: Permanent day-care.
Charity: More teachers. Teachers to help us learn.
Manual: [Agree] More and better teachers.
Charity: No money.
Denise: The program’s hours.
[Internal or dispositional barriers?]
Kathy: Get rid of negative feelings.
Charity: Leave the “chip on the shoulder” at the door. No
“monkey on your back”.
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Kathy: I work thirty hours, I’m a mother and I come here.
That’s my job. [How long have you been doing it?] Since I’ve
been coming here. I’ve been working since I was a kid.
[It is a barrier, but you are overcoming it.]
Kathy: That is how I was raised. I leave here and go and get my
daughter and at 2:30 I’m out the door to work. I don’t even have
time to sit down.
Charity: Classes located in a bad area. It is OK in the day time. I
wouldn’t walk around here at night without a bat or a gun.
Nobody really has anytime for anything.
[Not knowing anyone at the school?]
Tippy: I wouldn’t have come unless she [Kathy] came. I’m not
the type that goes. . .
[Had you ever thought about coming back before?]
Tippy: I thought about getting my GED, but I just didn’t know
where to go.
[Knowing somebody at the school was important?]
Tippy: Yes it was.
[More dispositional barriers]
Tippy: Take it from one of the older folks I was embarrassed to
come back to school.
[Why, were you embarrassed?]
Tippy: I felt funny. I thought everyone was going to be twenty
three years old. She had to pull me in the doorway. They carried
me to the car and locked me in and said you are going.
Janet: When you were in school when you were younger, you
just didn’t care.
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[Internal things adult learners need to do in order to develop the
persistence needed to stay?]
Charity: Confidence! You have got to have patience. Be patience
Believe in yourself. That is a good one. If something is holding
you back, break the chain and keep going. Take control. No one is
perfect. Be determined.
Manual: Trust and hope. You need to trust the programs. If you
trust, you can keep your hope strong.
Positive reinforcement-
-you have a lot of it around you.
Everyday you look out the window you can see people in worse
condition than you.
Kathy: Here is mine-motivation.
Manual: If you don t like it you don’t have motivation.
Denise: Break the barrier.
Tippy: If they are doing it, you can do it.
Manual: Have a dream. If you have a dream that is not so
difficult, but not easy, you can get it.
Tippy: Love yourself. If you can’t love yourself how can you
expect anyone else to.
Manual: In the morning and at night you need two minutes to
think about yourself.
Kathy: Talk to yourself, really talk to yourself.
Component Five: Persistence and Managing Your Own Learning
'
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Analvtical Process: Did the Participants Unlearn the
Self-Fulfilling Prophecy That They Were Incapable of Academic
Work? “
Recognizing that they are capable of learning with or without the
help of a teacher, learning with the help of peers or in a group better
prepares them to manage their own learning. It bears repeating that
these unique aspects of self-esteem and self-confidence are
important characteristics of a positive self-concept. Recognizing that
one is capable of academic work, even to a small degree gives an
individual more confidence in their abilities to be able to manage
their own learning-the external side of SDL.
Both participants were demonstrating they were overcoming
the self-fulfilling prophecy that they were incapable of academic
work. There was some movement in a positive direction.
Engaging the Issues and Interacting with the Process: Karla and
Sam’s Experiences
[Besides yourself, who else can help you develop persistence?]
Karla: Teachers. By asking you if you took out a book to read or
did you study at home. Find out! And if it is not being done, be
more persistent about it.
My son helps me. He says, “Ma, are you going to read a book
today?” Sometimes I say no. He says, “Why not?” What are you
doing? I’m usually watching TV when I should be reading a book
or practicing on the computer. I forget words a lot. I forget what
I’m writing and I forget how to spell. It is usually the same
words. I ask my son to spell for me. He says you are still asking
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me the same words. He says to think about it. So I have to really
get into what I’m doing. I need to do that.
Sam: Your wife, spouse, mother and father.
[What about managing your own learning?]
Sam: You have to make it to the class. You have to be in the
class before you do anything “anyways.” You have to get in the
class and learn.
Karla: It means doing your own work. You are going to a class
and managing your own work. You are doing that assignment
that they are giving you. It can be math, it can be science, it can
be about words or compound words, writing a letter. It could be
adding and subtracting. But it is a program you enter into and
you are doing it on your own.
[Is there a connection between persistence and SDL?]
Sam: Yeah, persistence going to class. You want to learn. Keep on
coming to class. Make the class interesting. Yeah, keep people off
[on their toes] their feet. It gets boring just sitting there for a
few hours at a time—off balance, give them things to do so they
don’t get bored.
Karla: It [persistence] is motivating you to be more
independent. You are learning how to be more independent.
There are games they can play, even with adults they can play
games. Games to help our minds think more and get that energy
up—motivate our brains. Give us ideas.
[Have good teachers?]
Karla: In the adult literacy programs there are good teachers.
That about sums it up for me. They know what they are doing.
They interview the right people.
[Is talking important?]
Karla: The teachers talking to the students individually and
finding out what are their goals. What do they want to do and
what they are there for?
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They communicate with the students. You are not there
like a number. We are not just there to them. The government
funds it and they are doing the right thing.
[A student once told me that “This is our turf.” Students can tell
if the program cares—how can you tell?]
Sam: Well they just “flip you off,” like [programs that don’t
care]. It is like if they say four words to you and walk away
from you or they just don’t care about your grade. They give you
an F no matter what you do. They give you whatever they want
to give you even if it is below what you think you should have
got.
[ How about a pat on the back for coming returning to school?]
Karla: Yes for coming to school.
Sam: You are suppose to come to school “anyways,” Karla!
Karla: Wait a minute, Sam! They should give those who come to
school not only a pat on the back, but give you a little something,
not an award. But if they have perfect attendance or something
like that, a gift certificate or something like that. It will set an
example for the ones who don’t.
Sam: Maybe the ones who don’t come in don’t want to be there.
Karla: Not . necessarily Sam. There are thousands of problems
in some peoples lives. Sometimes there are things like... health-
wise, then there are children and then there are doctors and
sickness. Somebody could be taking care of a mother—running
errands for that person.
[Students need to be treated like everyone else]
Sam: They should. You got like, you come in and maybe he
doesn’t know how to do something yet.
Karla: We all help each other sometimes. If the teacher is
somewhere else we just ask the other students. Teamwork!
[Show students progress?]
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Karla: We have goals we want to
. .
.
[achieve]. Here they don’tgive tests. Here they take you and say like.
.
. Give you some
pointers. They don’t [give tests]. They would if you asked I
wonder if they need to do that. I would like to [have a test].
Sam: Some people get nervous. My hands use to shake. They tell
you, you are going to have a test. I just couldn’t do it. I’d do the
questions and as soon as the test finished I forgot.
Karla: I got frustrated because the words just.
. . they look so
much alike to me as an adult. I was given a lot of tests that I
didn’t pass.
[What can learners do to help classmates develop persistence?]
Sam: See what the program is all about and all that.
Karla: Tell them. We do! We tell the students about the
program-the different areas and the different times. There are
options, there is math, there is reading time. Options is when you
play games and usually it is a learning game. Well yes, the
students, the students are nice, real nice to each other.
[What can family and friends do?]
Sam: They can give you less grief. Like if you are married or
have kids, your spouse will take care of them while you are
doing your homework.
Karla: It is going to cause extra work. That means you are going
to have to figure out when to cook supper, when to set that table
and have supper.
If you are single it is a matter of making time for yourself.
Sam: Let the kids do it.
Karla: Yeah, teamwork! Then after, you have got time to study.
[Karla, before you talked about managing your own work.]
Karla: Knowing what you need, developing strategies to get
their goals and evaluating your own learning.
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Sam: Choose materials to help you and you should know enough
about yourself and what kind of learning strategies or the
different ways to solve problems that work best for you.
[Are persistence and managing your own work connected?]
Karla: Like getting yourself to the program-involving yourself
in the classes, in options and all kinds of things. Finding out
other choices. Just being persistent and asking the teachers for
more work and help.
Concluding the Analytical Process: Did the Participants Unlearn the
Self-Fulfilling Prophecy That They Were IncaDable of Academic
Work?
Karla initially felt as though she was fully able to do academic
work with the help of a teacher, able to do academic work with the
help of classmates and unable to do academic work on her own.
During the program Karla displayed an openness and a
willingness to learn from Sam as well as from the facilitator. She
willingly accepted help from Sam and myself during the oral
readings. Karla also began to demonstrate an openness to learning
from others of a different race, group and sex.
She also wanted to take on more responsibility for her own
learning. That became apparent when she talked at length about
wanting to be in the Bottoms Up Program in spite of many barriers
or problems to deal with outside of school. She was also comfortable
being at this particular adult program and not at the other two
programs she had previously attended. By participating in both the
Bottoms Up Program and in the adult learning center classes she was
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demonstrating an openness to new experiences, and that takes
courage, both necessary ingredients when it comes to overcoming the
self-fulfilling prophecy that one is incapable of academic work.
Being open and having courage are important characteristics
that help lead one towards developing more self-confidence and self-
esteem. Both are also important in developing a more positive self-
concept.
By the end of the program she had developed the courage to
take on more responsibility for her own learning. She was more
willing to ask for help.
By the end of the program Karla was also demonstrating a lot
more openness to new experiences. She had some interesting ideas
about observing her son in school.
She also wanted to take on more responsibility for her own
learning. She was demonstrating a lot of openness to new
experiences and developing the courage to create. These were all
positive indicators that she had the courage to be creative. Here I
found that being open and courageous helped her to overcome the
self-fulfilling prophecy that she was incapable of doing academic
work.
Sam indicated that he was able to do academic work with the
help of a teacher and with the help of classmates before convening
the Bottoms Up Program. He was also fully capable of doing academic
work on his own.
He demonstrated that he was open to learning from others,
willing to ask for help and that he wanted to take on more
responsibility. He also demonstrated an openness to new experiences,
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by just being there and participating more and more in the dialogues
as the program progressed.
Sam was moving ahead with the program at a slower rate than
Karla, but that could be attributed to having less distance to travel.
He needed to spend more time in critical reflection in order to later
move forward.
He was demonstrating a desire to take on more responsibility for
his own learning. Sam had moved from demonstrating a little
openness to learning from others of different race or sex to
demonstrating a lot of openness by the end of the program.
There was an indication that he wanted to take on more
responsibility for his own learning. He sometimes demonstrated an
openness to new experiences, yet still needed to develop the courage
to be more creative.
Supporting Their Peers: Charity. Tippy. Janet. Denise. Kathv and
Manual
[What does the term external SDL mean to you?]
Kathy: When you get rid of all those feelings.
[That is the internal side.]
Denise: The external is when you get up off your butt, pick up
the phone and get the information you need.
[When you hear the term managing your own learning what
does that mean to you?]
Charity: Taking over [control] your own learning. You have to
learn things on your own, sometimes.
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Kathy: Self-control.
Denise: Self-discipline.
[These are both internal.]
Charity: Taking control of your life.
Manual: That is internal. The school and the teacher.
Denise: Getting into a class and finding out what it is you need
. They give us a test here to figure out what we need to work on.
Charity: Take steps to achieve your goals.
Denise: Actually doing the work.
(What are the five stages in managing your own learning?)
Denise: Needs, goals and strategies.
Charity: Learning strategies, different ways to solve problems
and evaluating your own learning.
[When you first came to the program what were your needs?]
Manual: I wanted to learn English. To know more about the
community.
Charity: Self-respect.
[What strategies did you develop to achieve your goals?]
Charity: I took all the steps I needed to take just to get where I
am coming to class, doing the work and trying to learn more.
Kathy: My final goal is to get a house.
[How about choosing the resources to help you get there?]
Tippy: Books.
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[What about learning strategies?]
Denise: When they leave me alone.
. .
Kathy: Doing it (learning by doing).
Janet: I don’t like doing it in groups. I’d rather do it by myself
first and then if I had to go in a group.
. .
Manual: I like to learn alone. I want to read by myself.
Denise: I think the ideal school would be to get the books and
take them home. If you have any questions dial an 800 number.
[How about evaluating you own learning? Do you use contracts?]
Janet: I do. My program is different from their program. I have
a contract with
.
This is suppose to be completed by a
certain date.
Charity: Setting our goals.
Tippy: I’m suppose to be doing ten pages of work a day. But
since I’ve been doing math I’ve only been doing two pages.
Denise: I like the tests.
[Some people don’t?]
Janet: If I know that you have a certain time to take a test I get
real nervous. If I know that there is no time limit I’m fine.
Tippy: I get sick, run fevers and everything.
Denise: I’m taking all my tests in two days.
Tippy: I couldn’t do it.
[Besides yourself, who can help you to develop persistence?]
Tippy: Peers.
Kathy: Students.
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[How can they help?]
Kathyi They can help you with your work. Support.
Denise: Your children. If you are studying with them, trying to
teach them and you don't know it [the material] you are goin^ tohave to find a way to show them. If you have them sitting on the
sidelines rooting for you, that helps a little bit too.
[How can teachers and programs help?]
Denise: Support you.
[Are there any other ways?]
Tippy: Telling you that you are doing good.
Charity: Sometimes you get aggravated at certain things and
you can’t do it. Kathy, Tippy and Denise say things like, “You can
do it, you can do it.”
Manual. Employers can help you if they change your shift.
Some employers never have time for their employees to learn.
They need to be more supportive.
Janet: The family should give you support.
Charity: Your mothers and fathers and spouse should at least
say that you are doing good. I’m proud of you.
[What else can programs and practitioners can do?]
Kathy: A pat on the back for coming to school. Congratulations.
If you come all the time, she [teacher] should recognize that. It
make you feel better [knowing] that she likes to see you come
everyday.
Denise: Give encouragement and do not criticize. If you are
allowed to have the right attitude you will get a lot further.
Nobody deserves to be put down.
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Charity: Don’t give up on students. Our teacher doesn’t but it isgood to have that confidence. “You are doing good, keep it up."
n t give up on us and say I knew you weren’t goine to eet thisYou need to hear that from your teacher, so you know that youare getting there. y
Tippy: We should get a pencil that says perfect attendance. I’vebeen here everyday too. The student can tell when the teacher
cares or not.
[How can you tell?]
Tippy: If she [teacher] cares then she is always there trying to
help you. If she doesn’t care then she will just sit at her desk
and keep her back to the room. But she is always walking
around to see who needs help and who doesn’t.
Janet: You need to be treated like everyone else. If you are
trying as hard as you can to do something.
Kathy: If someone comes in and goofs off, you should get more
than what the other [person] gets. If that person doesn’t care and
is goofing off then why should you be.
[Maybe he or she has problems that day?]
Kathy. Then you shouldn t bring them to school--leave them
behind. Why cause problems for the whole class? They have
psychiatrists for those things.
Janet: But sometimes it is good to do it that way, instead of just
holding back.
Kathy: I was the type of person that never held anything in. My
sister holds things in and then she snaps.
Charity: Release it and get it all out.
Kathy: If you hold it in, one day you will snap. You “bawl” your
eyeballs out.
Manual: Have good teachers. Students can tell if teachers care
or not. Show the students progress.
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[How is that done?]
All: Tests.
[Are there any other ways to show progress?]
Kathy: She tells us when we are doing good. I’ve seen
improvement. When she writes in our journals she adds things
about our punctuation. She has us write in the journal everyday
to improve our writing skills. Why write in a journal if she is not
going to point out what we did wrong?
Tippy: She is trying to find out what is going on in our lives.
They want to know what is going on in our lives.
[Another reason for journals is so people won’t be intimidated.
Some people think if a teacher is going to come by and correct a
lot of little mistakes they might be too intimated to write a lot.]
Kathy: That [correcting mistakes] is the thing I want her to tell
me. People who really want to learn want to be corrected. You
are not going to learn if you are not corrected.
Manual: Keep it interesting. The teacher knows if you have
interest in the school or in what you learn. Sometimes you need
a boost.
Denise: In our program they should leave us alone. There is too
much going on.
Charity: They come to your house. They are coming tomorrow.
Kathy: I think it is good. She came to the house and works with
the kids, even your little ones. We all sat at the table and cut out
dolls. That is part of the program.
[What are some things other learners can do to help students
develop persistence?]
Charity: Help each other and respect each other. If I get stuck
on a problem and is doing something I ask Kathy or
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Denise. Don t put anyone down or say negative things about
people.
Kathy: We should have [more] joking in class so people don’t
take us too seriously. I like seeing people with a happy face.
Talk to the new students--Welcome them.
Charity: Some people take offence, so you cant joke with them.
Tippy: Don’t take everything we say to heart.
Charity: We all joke.
Kathy: If you are a stressful person that cries a lot, don’t come
here.
All: Ha, ha, ha, ha, ha.
Denise: Help someone by teaching them. Encourage others on,
“Keep going you can do it.”
[What else can family and friends do?]
Denise: I always get support from my family and friends. I
don’t just get support. If I need someone to watch the kids while
I’m doing my work. . .
Kathy: Psychological support.
Janet: I had no support when I was a kid from my family. Now
I have a little bit more support from my family.
Denise: I had support when I was a kid. The only thing was that
my mother said, “I didn’t make the brains for my children.”
[Is there a connection between persistence and managing your
own learning?]
Charity: I think so. Being persistent to learn. To help yourself to
get the knowledge that you need. I think they can be combined.
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Denise: It is like dieting. If you are persistent in dieting you
will stay on the exercise bike. If you are not, you will sit on the
couch and eat cookies.
Component Six: Part I - Discussing John Doe’s Five Stages
Beginning the Analytical Process: Did the Participants Identify with
Any of the Key Assumptions From the CIG Developmental Model?
One of the assumptions made was not really validated by the
participants. Is the development of a “chip on the shoulder” an
important strategy for AL/ABE students? “Sometimes yes and
sometimes no. Nobody should have a chip on their shoulder, but if
she is going to have it, she is going to get it if she is smart about
something. The chip on the shoulder is wrong if you think you are
better.” (Sam) Karla was also in agreement with Sam’s perspective on
the issue. “I think it is wrong. Once you are successful and you
achieve I think you should appreciate it, but not by being uppity. .
Both participants were also critical of the strategy of trying to
“beat the system.” They agreed that sometimes you had to in order to
survive, but that “doing it” did not necessarily make you feel good
about it.
Sam and Karla were identifying with some assumptions and not
with others. They were reacting with inquisitiveness and a desire to
talk about these assumptions. Some of these assumptions were
helping them to become more self-directed, others were not.
Overcoming the “side effects” of an unfair educational system
through discussing and critiquing these strategies that were
265
integrated into the polarized themes were helping them to move
towards developing a more positive self-concept and more of a sense
of critical awareness.
Getting these issues out in the open helped to put them in
perspective, as the participants deconstructed and reconstructed
related past experiences, so as to better be able to move on with
their educational process. Both participants realized the difficulties
they may have to face if they decide to continue on with their
education.
Engaging the Issues and Interac t ing with the Process Karla and Sam’s
Experiences
[How did John react to being “locked out of the world”?]
Sam: He had to change his attitude and behavior. Well he didn’t
like it. He had to enjoy it. He was ashamed. He blamed himself
and all that. He probably said “screw it,” I am what I am and I’ll
do what I have to do and change my attitude and learn.
Karla: He felt left out. He had to become aware of being left out.
He had to make himself, like he could control it and overcome
that by going back to school. He was still not sure of himself. He
was feeling locked out. One thing he achieved was not feeling
locked out [anymore].
[Love and hate.]
Sam: You love school and you hate school. There are some things
you like about it and there are some things you don”t like about
it.
[What things did you like about it?]
Sam: Girls! Ha, ha, ha! There were some teachers that were
alright. They were nice guys. They never gave me any grief and
I never gave them any. There are some teachers that you just
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don’t like. It depends on the subject and the person themselves.
If he was like a pompous jerk or if he was a regular guy I just
liked him. Teachers have chips on their shoulders. I don't know.
I think they just think they are better than you because they
can teach you something. They think they are better than you
because they are grown-ups, probably. Not better than you, but
that they know more. But some of the kids know more than
their teachers or anybody else because they have been through
[How about “using the system” rather than “beating the
system”?]
Karla: It is better [to use] “beating the system”.
Sam: But you can use the system to your advantage--beat it in a
good way.
Karla: It makes us seem like we have to beat the system just to
get there. And when you beat the system you stand a chance to
get into trouble.
[Monkey on your back]
Sam: Pain and embarrassment.
Karla: Problems from when he was a youngster and it was with
him until he became an adult.
Sam: I think the pain would be, too . . . the embarrassment.
They have to go back to school and they think, gee—they have to
go back to school.
Sam: Teacher pressure or your father or your mother giving you
grief. It is always there.
[Chip on your shoulder]
Sam: Chip on the shoulder? Everyone has a chip on the shoulder
about something.
Karla: Do you have a chip on your shoulder?
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Sam: Sometimes I do. Well just give me some grief and I’ll give
you some grief. That is a chip too.
[Grab ya.
. . by the seat of their pants]
Sam: Some teachers “grab ya” and some teachers don’t. Some
studies grab ya--spelling, arithmetic-some things grabs ya.
Karla: Take charge of it and try to go straight ahead. He didn’t
like what was going on in the school system. He could have got
that learning when he was a youngster instead of an adult. It is
never too late. If he had realized it he would have been set. He
could have gotten more out of it. It is never too late. If it grabs
you when you are an adult that is good too.
Sam: Just because you are old doesn’t mean you should stop
going to school.
Concluding the Analytical Process: Karla and Sam’s Experiences
Locked Out of the World
Karla indicated that some children were often locked out of
choices for different or more interesting work and other life
experiences by an unfair educational system, teachers, family and
their own peers.
Being at home I felt like I was locked out of the world and going
to school I felt the same. The teachers and the students. Maybe it
was just me, I don’t know but that is how I felt—like I didn’t
belong. Sometimes I walked to school and walked by myself and
I just felt a little locked out or left out-didn’t get along or didn’t
fit. It was an uncomfortable situation. That feeling was always
there, it never left.
She was fully aware that the educational system locked some
students out of having different life and work experiences by
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tavoring some students over others. Karla continued throughout the
program to agree that some children were locked out of choices for
different and possibly more interesting experiences by the school
system.
I guess they went by the tests they gave you. I think it is unfair
to be judged by a test. Something you had no knowledge of. You
are in a class and you are doing your math, science assignment,
other assignments and they give you, ‘Why don’t you come
down.
.
., this gentlemen here is going to take you down there
and run some tests on you.’ I say that it is unfair to judge a child
by testing them. They are not guinea pigs. It is unfair. You don’t
have no knowledge of it [before hand]. They don’t give you
anything written saying you are going to have a test next week.
[They don’t tell you the purpose.] No they don’t tell you that
either.
She was aware that it was not her fault. This was a positive step in
the right direction. Overall she was developing a more positive self-
concept as a result of recognizing that the blame belongs with others
or circumstances and not with herself.
Love/Hate Relationship
Karla also indicated that some adult learners need to become
angry at the school system for using them.
When you first start off you send kids that love to go. They do
not want to miss a day. I had teachers that I liked and teachers
that I disliked. I didn’t like the ones that said they didn’t have
the time to teach me because I wasn’t at the same level as the
other students. I didn’t like them, but it came to the point where
I started really hating them. They were really stuck on
themselves. Two of the teachers--it hurt because they were
black. I’m not saying blacks should treat blacks better than they
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teach whites. It should be equal. There was no equal treatment
out of it.
She initially did not believe that wanting to “beat the system”
would be helpful to adult learners. “It makes us seem like we have to
beat the system just to get there. And when you beat the system,
you stand a chance to get into trouble.”
Monkey on the Back
Karla felt that adults learners who try to advance in work or
school will run into a lot of difficulties with new co-workers or
classmates due to the monkey on their back because they left school
early.
The issue of running into difficulties with elitist behavior from
new supervisors, co-workers or classmates did come up. In the
discussions she recognized that she had a “monkey on her back” as a
result of her formative experiences. Karla stated that she had three
monkeys on her back when she was in school as a child—teachers,
family and peers.
Peer pressure becomes the monkey on your back. Such as we
make the wrong choices and we figure a shot of heroin, a hit of
cocaine... liquor. A lot of different things can make you feel that
way and peer pressure is one of them. It is real hard to steer the
other way when you see your friends doing it and you don’t
want to, ‘What are you a square?’ Some of us don’t know how to
deal with our problems so we think drugs and liquor and
anything else is going to solve our problem. Do something and
kick that monkey off your back.
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Chip on the Shoulder
On the other hand Karla had difficulty believing that developing
a “chip on the shoulder” is a good strategy. Again that was one
assumption that was not fully endorsed by either participant.
Sometimes it is good, but some have the intention of letting the
chip stay with them and they are very proud of that chip. You
can t tell them anything and the chip seems to get a little bigger
and the shoulder begins to lean to one side. When it leans to that
side you can tell a person has a chip, and it is a heavy load.
Is the development of a “chip on the shoulder” an appropriate
strategy for adult students? “I think it is wrong.”
But she also felt they, [elitists] needed to change a lot more than
she needed to change. Karla was not fond of elitist, arrogant behavior
and did not think that developing a similar attitude would benefit
her or society. She did not approve of that behavior in others. On the
contrary she felt that self-confidence should remain inside and not
be demonstrated through outward behavior.
Grab Ya by the Seat of the Pants
Karla felt that adult students have to increase their effort a lot,
and that given the increased effort, learning at some point will “grab”
the student by the seat of the pants.
Karla also made another excellent point about the assumption
that students should wait for learning to “grab them. She felt that
students should not wait, but that they should grab for it themselves.
She felt that students have to take the initiative.
Locked Out of the World
Sam also indicated that sometimes children were “locked out” of
choices for different and perhaps more interesting work and life
experiences by the educational system. He was beginning to display a
better understanding of how the educational system often favored
the status quo, by paying close attention to some of the comments
Karla said during the discussions.
Love/Hate Relationship
Sam felt that a lot of how an individual feels about their earlier
schooling experiences has to do with how their respective teachers
were perceived.
There are some teachers you just don’t like. It depends on the
subject and the person themselves. If he was like a pompous
jerk or if he was a regular guy I just liked him. Teachers have
chips on their shoulders. I don’t know. I think they just think,
they think they are better than you because they can teach you
something. They think they are better than you because they are
grown-ups, probably. Not better than you, but that they know
more. But some of the kids know more than their teachers or
anybody else because they have been through it.
Sam felt that, at times adult learners need to become angry at the
school system for using them. Although he wasn’t totally ready to
admit that wanting to beat the system was such a great strategy.
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Monkey on the Back
In reflecting on how some individuals might view returning to
school as adults Sam took the following position. “Pain and
embarrassment. I think the pain would be too— the embarrassment.
They have to go back to school and they think, gee—they have to go
back to school.” He also felt that sometimes adults, when they try to
advance in work or school run into a lot of difficulties with elitist
supervisors, co-workers or their classmates. Sam realized that there
are elitist attitudes and behavior out there and that sometimes it
may be directed towards him. He did not like this attitude and
behavior and is reluctant to tolerate disrespectful behavior and
insults or perceived insults from others.
Like Karla he detested arrogant western behavior and he
initially did not believe that developing a chip on the shoulder
attitude would be helpful. He originally thought that self-confidence
should remain internal rather than demonstrated through behavior.
Chip on the Shoulder
In the beginning Sam was not really sure whether the
development of a chip on the shoulder was a positive attribute tor
adult learners to develop.
Have a chip on the shoulder? Maybe you should have a chip on
you shoulder if you want to learn, but not have a chip when
people are around you. If someone says, don t do it, tell them
where to go. Just tell them to go to hell. I think I can.
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Sam later thought that developing a chip on the shoulder may
just be a good counter strategy in dealing with those elites.
Sometimes yes and sometimes no. Nobody should have a chip on
their shoulder, but if she is going to have it, she is going to get it
if she is smart about something. The chip on the shoulder is
wrong if you think you are better.
Grab Ya by the Seat of the Pants
Sam related well to the use of these metaphors embedded in the
CIG Developmental Model. This particular assumption in question
was one of his favorites.
Some teachers grab ya and some teachers don’t. Some studies
grab ya--spelling, arithmetic--something grabs ya. Just because
you are old doesn’t mean you should stop going to school.
But in order to continue with education adult learners had to
increase their effort a lot. Sam felt strongly about this important
stage in the developmental model.
By the end of the program he was beginning to see that his own
complacency may have been part of the problem. His resistance may
have been a strategy of just doing enough to get by. Sam seemed to
be ready to move on and to continue his educational process. He, like
Karla recognized that at some point adult learners have to grab for
education.
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Supporting Their Peers: Charity
,
Tippy, Janet. Denise, Kathv and
Manual
[What were some of the different metaphors and phrases used
during our five discussions?]
Kathy: “Chip on the shoulder.’’
Charity: Attitude--having an attitude.
[Was that a good thing or a negative thing to have?]
Charity: A bad thing to have. But sometimes it is a good thing.
If you have an attitude you should leave it at the door. Leave it
outside.
Kathy: “Monkey on the back.”
Charity: Do you have a “monkey on your back”?
[What does it mean?]
Denise: Faults and flaws?
Charity: “Grab ya by the seat of the pants.” If something gets
your attention. If something excites you--you are really
interested in it.
De nise: Holds your attention.
[“Locked out of the world”?]
Charity: He was changing.
Kathy: The tension between his current way of being “locked
out of the world.”
[What did he have to change?]
Kathy: His behavior.
Charity: He was developing an attitude.
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Kathy: He had a negative feeling. He had to get more motivated.
[“Love/hate”?]
Kathy: He always hated the system. He decided he should “love
beating the system”.
[Have any of you ever tried to beat the system?]
Charity: Of course--everyone has tried it.
Kathy: Cheating on my report card. The teacher use to make a
real fancy letter U. I would just “carry over” the letter and make
it an A.
[Monkey on the Back?]
Charity: He was persistent.
[Why did he need to persist?]
Denise: He was embarrassed.
Charity: He was holding back.
[Why did he hold back?]
Charity: His fear of embarrassment.
[Did you ever feel as though you had a “monkey on the back”?]
Janet: Sometimes yes.
Manual: Everybody at some time in their life feels like that in
school. . . Sometimes I feel afraid. I feel something like that. I
will never stop because I know what I want. I want to learn.
Janet: I’m that way with math. If I don’t have to do it. . . I fight
with all the time. I don’t want to do math. It is like my
enemy. Then I persist, and go on and I do it.
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Kathy: I love math. I love the time tables. I love math. I would
rather do math than read.
Tippy: I would rather read.
[How did he overcome the “monkey”?]
Charity: He made a decision to continue to fight the “monkey on
his back.” A driving force and a chip on the shoulder.
[Did that help him overcome the “monkey”?]
Charity: He needed to change his attitude.
(Was the “monkey” a good thing?)
Manual: Sometimes! It depends. If you have a strong spirit the
“monkey on the back” is good, because you think I have a
“monkey on the back” but I’m not going to quit. I will persist in
this. Sometimes it is good. Sometimes it is good if you have a
strong will. But if you are a little ... it is no good to have a
“monkey on the back.”
[“Grab ya by the seat of the pants.” What happened to John?]
Charity: He had to take over [control] his own learning.
[Did he finally begin to like school?]
Charity: Yes!
[What is lifelong learning?]
Denise: You are going to learn from the day you were born till
the day you die--a lifetime of learning.
Kathy: Some people learn different things. People who are on
the street are smart too.
Denise: If you don’t have motivation and determination you are
not going to get anywhere.
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Kathy: You have to be motivated by something you like.
Manual: Sometimes you need.
. . The people need more
motivation. Sometimes a theory of motivation. You think about
what you want and you remember that for one or two minutes a
day. You think about what you want. If you repeat, “I want to be
this or that,” you will be motivated. When you see somebody
who has had less opportunity than you--physically or
something—you say, “Oh, they go to school, I can do that.” That
kind of motivation you need. Sometimes you think to yourself, “I
need to earn more money.” If I want more money I will go to a
school. I am going to learn something for my job. You can always
find a job as a sweeper, but if you want to work in an office. . . .
You think, “What can I do to get in the office”? All the time you
remember what you are doing.
Kathy: Everybody has motivation. They are just lazy. They don’t
want to do it. They eventually get to it. Everybody is motivated
to do something.
Manual: But sometimes the people don’t have too much
motivation. They only think of food or drink. That is it.
Kathy: That is right, they are lazy in some things and motivated
in other things that some people don’t have any interest in.
[Can you identify with any of his stages? Can some adult learners
benefit by knowing about his stages?]
Charity: Yes, the “grab you by the seat of the pants” [stage].
[Can you identify with any of the stages?]
Kathy: You can be “locked in” and the tension and all the
negative feelings. . . . That is the start of it anyway.
Denise: It doesn’t seem like any of these apply to me. I’m not
lacking in anything.
Kathy: But maybe you know someone. . . These don’t apply to
me either. If you knew someone, maybe you might think, “which
ones would best apply.” I think the locked out of the world. . .
A lot of people have that feeling.
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Denise: “Grab ya by the seat of the pants” applies to my kids.
They love to learn. They love to be taught. They love to learn.
Component Six: Part II - Discussing John Doe’s Five Stages
Beginning the Analytical Process: Did the Participants Move Closer
Towards Developing More of a Sense of Critical Awareness?
Another observable behavior pattern--developing more of a
sense of critical awareness—emerged as an UEO. Observations of one
particular participant’s changes in attitude and behavior led me to
believe that by deconstructing and reconstructing experiences in a
group setting, in addition to the possibility of developing a more
positive self-concept, can also lead towards developing a stronger
sense of critical awareness. That is, an awareness arises regarding
how socially constructed forms of value frameworks create and
influence social structures, including the educational structures, as
well as one’s attitudes and behavior.
By reflecting on one’s life history and listening to others discuss
their own reflections on some of their schooling experiences made it
possible for them to see beyond the formal schooling structures. The
development of more of a sense of critical awareness is just as
important a piece in the recovery process, as is the development of a
more positive self-concept.
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Engaging the Issue and Interacting with the Process: Karla and Snm\
Experiences
The term “critical awareness” was not used often during various
components. For the sake of duplication I ask the reader to reflect
upon the numerous comments made by the participants that indicate
a progression of critical awareness along an imaginary continuum.
Concluding the Analytical Process: Karla and Sam’s Experiences
Karla verbally, and quite often in fact, critiqued the educational
system and other social structures during each component. She was
never guilty of holding anything back.
As the program progressed she seemed to be breaking away
from apathy and had a general concern about what happens in adult
education programs in general and in schools for children as well,
especially in light of the fact that she had three children in school.
But she also had a general sincere concern for other adults and
children who attend school. She was developing an awareness of the
causes of her own earlier schooling experiences and some of the
problems. She had some recommendations for change.
She never verbally nor openly admitted to recognizing that
social change comes from the bottom, but it was apparent that she
did not believe that much change would result from activities
generated from the top.
She was not actively involved in any activities that proposed
bringing about social change, that I knew about. She had a lot of her
280
own baggage to deal with and was a ways from developing critical
consciousness.
But Karla continued to critique the system throughout our
discussions. During the last two components she began to break away
from apathy which was indicated in her concern for some kind of
action on the part of herself and the school system to help her son
with his problems in school.
The problem is now with my oldest son who is skipping, right.
You think they would call me and let me know about this. They
don t care, this is what they said, ‘Maybe he doesn’t want to be
in school.’ Now is that good? Well maybe I want my son to get an
education.
She was also less apathetic about her own situation. She was
beginning to see the many or multiple causes of her problems. She
was recognizing that change has to come from the bottom, from
herself and from others like her. “We all help each other. We have
goals we want to . .
.
[achieve].’’
Sam had not demonstrated or shown any indication of having a
sense of critical awareness early on in the program. If anything, he
appeared apathetic and accepting.
He appeared to be listening quite attentively to Karla. As the
program progressed he began to meekly critique the system, schools
and educators. He was developing a sense of awareness to some of
the social problems that may have been caused by inept social
structures.
He was not involved in anything remotely connected to social
change, as far as I know. He had not shown any indication of
understanding that challenges to social change had to come from the
bottom. He appeared apathetic at times and needed to go beyond or
break away from apathy in order to develop a stronger sense of
critical awareness.
As the program neared the end Sam was getting a lot more
involved in critiquing the educational system and teachers. Karla
was having a positive effect on him. He was breaking away from
apathy by participating in more critical dialogue. He was beginning to
see some of the causes of the problems as systemic. He had not quite
recognized that change has to come from the bottom nor had he
become actively involved in any social change movements.
Sam was really beginning to get more involved in critiquing the
system during these later discussions. He was only beginning to see
some of the cause of the problems as being systemic. My
interpretation was that he was finally beginning to recognize that
change has to come from the bottom.
Supporting their Peers: Charity. Tippy. Janet. Denise. Kathy, and
Manual
The term “critical awareness” was not used very often while
conducting the Bottoms Up Program with either group. I suggest
either reviewing the critical dialogues from the second group or
reflect upon the numerous comments made by the participants that
indicated a progression of critical awareness along an imaginary
continuum.
All participants in the second group arrived at the Bottoms Up
Program at different bench marks along a hypothetical critical
awareness continuum or scale. Movement towards developing a
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stronger sense of critical awareness became apparent during the
second component of the first field-test.
Each participant in the second field-test also became more
critically aware and exercised some of their critical thinking skills
when taking part in the discussions. All the participants showed
some movement towards developing a stronger sense of critical
awareness by just participating in the discussions that took place
within each component and as a result of being involved in a group
with others who were perhaps further along an imaginary critical
awareness continuum.
Developing more of a sense of critical awareness contributed to
getting each participant more ready to become fully self-directed.
Both the development of a more positive self-concept and an
increased sense of critical awareness were important criteria. These
internal processes contributed to making the individuals a more
complete SDL.
Over the course of the seven workshops all participants were
observed, the tapes and the resulting critical dialogues were studied
and the participants were tested and appeared to develop a stronger
sense of critical awareness by the end of the program. In rereading
the critical dialogues it also became apparent that each participant
was moving towards developing a stronger sense of critical
awareness.
Despite the uniqueness of each individual there was a consistent
predominance of negative comments referring to some of their
earlier schooling experiences that formed a pattern of discontent
with schooling. The American participants all had a similar
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perspective that was rooted in their past experiences. Their similar
perspectives made it easier for me, during the cross-case analysis to
discover interesting and important resulting categories and patterns-
-presented in the next chapter.
Analytical Summary: The Assumptions/”Propositions” from the CIG
Developmental Model
During the implementation of the training program, as well as
during each component it was necessary to conduct an ongoing
evaluation. As the researcher/facilitator I needed to know what the
participants’ experiences were like. I also needed to know the extent
to which there had been any attitude and behavioral change and if
there had been any movement towards becoming more ready for
SDL.
In addition, field testing as an ongoing evaluation process
further tested my own assumptions/”propositions” from the CIG
developmental model and contributed to the overall problem-solving
process. What follows now is the metamorphosing of the original
assumptions from the CIG to propositions and their accompanying
hypotheses.
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Identifying With the Propositions from the CIG Developmental Model
Locked out of the World
Some children were locked out of choices for different or more
interesting work/life experiences during their own earlier schooling
experiences by the educational system.
Hypothesis: Many adult learners who become aware or
“reaware” that the educational system favored the status quo will
begin to demonstrate movement towards becoming SDL.
Love/Hate Relationship
Some adult learners need to become angry at the school system
for using them. Wanting to beat the system will help motivate some
learners.
Hypothesis: Many adult learners who come to understand that it
was not totally their fault why they did not do well in their earlier
schooling experiences will begin to demonstrate movement towards
becoming SDL.
Monkey on the Back
If an adult tries to advance in work or school they may run into
difficulties with new supervisors, co-workers or their classmates.
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Hypothesis. Many adult learners who come to recognize in
advance, that during their struggle to succeed that they may run into
difficulties with elitist attitudes and behavior on the part of their
new peers or supervisors. They need to begin to develop strategies to
overcome these attitudes and behavior, make the decision to
continue on with their education and begin to demonstrate
movement towards becoming SDL.
Chip on the Shoulder
Some adult learners have been told that they are not capable of
doing certain things. They need to develop a “chip on the shoulder”
attitude.
Hypothesis: Many adult students who learn to use tolerance and
self-control when dealing with “elitist” attitudes and behavior from
some of their new peers, colleagues, co-workers and supervisors will
begin to demonstrate movement towards becoming SDL.
“Grab Ya” bv the Seat of the Pants
Learning at some point has to “grab” the adult learner. He or she
has to take their own learning process “by the horns” and move with
it or increase the effort towards becoming a lifelong learner.
Hypothesis: Many adult learners who increase their intensity of
effort, learn about SDL and become better prepared for lifelong
learning will begin to demonstrate movement towards becoming SDL.
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An Integrated Analytical Summary: Reflections Upon the IEO and
Selected Program Objectives as They Related to the Participants in
Both Field-Tests
I will not go into a detailed profile of each participant’s
experiences in the second field-test of the Bottoms Up Program as I
did with the participants in the initial trial run. Instead, I will simply
respond in a general way about the interactions of the group.
All the participants in the second group were also fully engaged
by the process and interested in the content, in the process and in
the activities used during each workshop. All the participants
achieved some positive changes in attitude and behavior as a result
of taking part in the program. As discussed in the analysis in the first
field-test there were thirty primary indicators of attitude and
behavioral changes to observe for in each component. Each
participant showed some movement towards developing a more
positive self-concept and towards developing a stronger sense of
critical awareness.
Intended Enabling Outcomes 1-5
1. Have any participants shown movement towards achieving the IEO
and UEO? Figure 5.2, located at the end of this chapter, is offered in
support of the narrative analysis of Karla and Sam’s experiences with
the Bottoms Up Program. These results are from the Facilitator’s
Assessment Instrument. After each component, including the focus
group I wrote out my field notes and/or self-dialogue tapes, listened
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to the tapes of the critical dialogue and filled out the instrument on
each participant. The primary use of this instrument was to aid in
the writing of the narrative analysis of the Karla and Sam’s
experiences in the Bottoms Up Program.
The indicators of changes in attitude and behavior revealed that
each of the two participants moved towards developing more of a
positive self-concept and a stronger sense of critical awareness.
Developing a more positive self-concept was a goal of the Bottoms Up
Program. This program was designed to deal with the internal side of
SDL first.
Program Objective:
To learn to use tolerance and self-control when dealing with “elitist”
behavior from some of their new peers, colleagues, co-workers and
supervisors.
1. Is it necessary and advisable to use sensitivity, tolerance and self-
control when dealing with elitist behavior or perceived elitist
behavior from new peers, colleagues, co-workers and supervisors?
Can the use of sensitivity, tolerance and self-control become “dis-
empowering” at some point?
To attempt to answer that question one must consider some of
the comments made by the participants during the program. What
follows is a small sample of those comments:
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[What strategies can you use?]
Kathy: You can ignore them and go on with your life.
[How about getting angry?]
Kathy: You don’t get anywhere. Just ignore them. You just get
yourself upset.
There are similar comments from the participants in both groups
relating to developing tolerance and self-control. On the other hand
some AL/ABE practitioners are advocating for the empowerment of
students. My question remains, should the individual abandon
sensitivity, tolerance and self-control? Always reacting with
sensitivity, tolerance and self-control may in-fact become “dis-
empowering” for some individuals.
At times I have found a few of my own colleagues to be
insensitive and disrespectful, to the point of being insulting. At what
point must an individual become more assertive and create an
atmosphere of conflict in order to solve problems? Isn’t
empowerment the creation of conflict?
The answer becomes even more complex when we look at
society as a whole. When a highly educated individual from the
professional and managerial class is challenged by a colleague who is
perceived as a near equal or from a similar background, that
challenge is often perceived of, as someone just expressing their
opinion, using their critical thinking skills or being creative. But
when an individual is perceived to be an inferior or different and
offers a similar challenge, more often than not that individual is
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perceived also differently, perceived as being insubordinate and/or
quickly labeled as having behavioral problems.
Only if an individual is respected by one’s peers and supervisors
can one make this sought of challenge successfully. Authoritarians
are use to taking charge, being in control and dominating—challenges
and affronts to their superior positions, especially from perceived
inferiors are not taken lightly and are often reacted to from a
position of meanspiritedness. Unfortunately, advocating for
empowerment can result in some individuals being fired from their
job.
The answer to this particular question has not been fully cleared
up by conducting two field-tests of the Bottoms Up Program. In fact,
if anything I am more confused than I was before. Individuals from
the professional/managerial class who mostly “buy into” an
equilibrium paradigm—psychology of satisfaction—and advocate for
empowerment of students on one hand, but prefer to avoid conflict
in their own utopian workplace on the other, often confuse the issues
and appear hypocritical to me.
Focus Group Discussion
In the previous chapter I presented the focus group questions
and the resulting discussion that related to the fine tuning of the
design. In this section I present only those questions and some of the
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dialogue that relates specifically to the participants’ experiences in
the Bottoms Up Program.
The first question in the focus group discussion required that the
participants reflect upon the purpose of the program prior to
responding to the question. The primary purpose of the Bottoms Up
Program was to allow adults the space to self-reflect upon their past
experiences with schooling, reflect upon the educational system and
other topics and to participate in a dialogue with their classmates in
an AL/ABE program, so as to enable them to move towards being
more self-directed. Altogether there were six questions that were
somewhat related to the learners’ experiences as participants.
[1. Do you think the “Bottoms Up” Program met its purpose? In
what ways? Can you give examples?]
Karla: It brought me back to when I was young and the times
and difficulties I had in school with the teacher and the students.
It brought back a lot of memories.
[There was a major and a minor goal: 1) The development of a
more positive self-concept and 2) The development of a stronger
sense of critical awareness.]
Karla: I do have a problem because I don’t feel good about
myself. I’m always second guessing myself. I’m always thinking
that there is a little problem there.
[Critical awareness?]
Sam: Well, I never really thought about it.
Karla: If you think about it the system sometimes “jerks you
around.” The system is suppose to be there for you and
sometimes that is not true.
Sam. Sometimes you just got to let it wait out. It may take a
long time but you just wait it out.
[2. Have any of you guys moved away from blaming yourself
towards blaming the system?]
Sam: In my situation first I blamed the school system but after
that I blamed myself. I blamed myself.
[Do you still blame yourself?]
Karla: Not no more. I pat myself on the back because I knew
that I wanted to come back and I needed it. I put the blame
where it belongs. I say there was no support at home.
Sam: I blamed.
. . there were certain things at home.
. . It
wasn’t as bad as her, [Karla] but there was a lot of things going
on. We studied and all that but then certain stuff. . . There was
no arguments or anything like that at my house but it was a
different home.
[ A lot of interference?]
Sam: No, no, no interference. My mother was sick so we had to
go through that. We worried about my mother a lot, so we had to
get into that stuff, so school came second. It was nobody’s fault.
Actually it was God’s fault if you really want to know. It takes a
lot out of you. That took a lot of wind out of me.
[So you don’t blame yourself?]
No, no it was circumstances--like barriers. I had about seven or
eight barriers on my back. I can’t really say I blame school or
me. Maybe me too. It is the only thing I can say. I just don’t
know who to blame, me, the system, whatever.
Denise: I shifted it from all those things to myself. It was my
decision to leave. I can’t go blaming all my mistakes on other
people.
[At one time you said that moving around was a big
contributor?]
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Denise: So am I suppose to blame it all on my mother? I accept
it. I don’t have no problems with it.
Tippy: It was my fault when I left school. Nobody told me to.
But if they taught me more when I was in there I probably
would have stayed. My parents wanted me to stay.
Denise: It is not a bad thing to accept the blame.
Janet: I blamed my mother and school. If my mother had
fought to keep me out of the ungraded class I probably would
have gone on to regular classes. Then I blamed the school
because they didn't help us. They just put us in the closet and
that is where we stayed.
[4. Has anyone moved from being ashamed of returning to school
as an adult to being proud?]
Karla: I’m proud. I’m very proud. At first I was ashamed. I felt
that my kids would be ashamed but they are not. I know that
now and that makes me feel very good.
Sam: I never felt ashamed, no figured I’d beat it. I’m going to
get it and I am getting it.
Karla: See I have to be reassured. Someone has to read for me.
Sam: She [Karla] has a kid so. . . Well I don’t have a kid or a. . .
Karla: It was hard for me because I thought they [ three
children] were ashamed of me because of my lack of education.
[Were they?]
Karla: No, I found out that they weren’t. They love me. They
thought that I was smart in other ways. All I needed was the
reading. My oldest son didn’t believe me. He thought I was lying
to him. He said, you are lying to me, you can read. You can read
real good. He says all this you got over here mom, how did you
get it? I worked for it. He said and you couldn’t read. I said no.
He said you read something because you got it. He just said I
need to go back to school. I went back and he is proud of me. He
said he loves me just the way I am.
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[5. Has anyone overcome any additional barriers to returning
and staying in school since we started the Bottoms Up Program?]
Sam: Yeah, coming to the
-side every couple of days, that
is a scary thought. A lot of rummies.
Karla: I was afraid to be walking down the streets. Paranoia.
Sam: Everybody has some kind of paranoia. Is my car going to
work?
Karla: At first I use to think once I go in and learn how to read
a little. I was thinking how come it isn’t going fast enough for
me. Tomorrow I’ll be able to read anything. No it doesn’t work
that way. I have street knowledge. It depends on the structure
at home. When that child is ready to go to school. It depends on
that structure at home.
6. Have either of you guys moved away from feeling that they
can’t do academic work to feeling that you can?
Sam: Still the same--hopefully better.
Karla: I still have a problem within myself. I have to start
trusting myself. I still feel that need of having the teacher there.
I think sometimes I have to make sure that I am reading
something right. I realize that I am an adult and I’m here to
learn and I can’t take that teacher home with me.
This concludes the formative piece of the evaluation plan. In the
next section I revisit each field-test site and discuss the summative
piece that relates to the participants’ experiences with the program.
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Post-Testing
Several months after the implementation of the field-test I
returned to each field site to conduct a follow-up session. Other
things already discussed in the previous chapter, are that I wanted
to know the extent to which there had been any additional
attitudinal and/or behavioral changes and if there had been any
additional movement towards becoming self-directed on the part of
the participants.
[It is now more than three months since completing the program,
looking back over that period what did the experience of
participating in the Bottoms Up Program mean to you?]
Sam: It felt good talking. It felt good voicing my opinion. I got to
know the other student better.
Karla: A lot! It was important that you took the time to ask us
how did we feel about public schools and the teachers. How were
we being treated? Were we really being treated equally? Did
you feel that you got the education you needed? It felt good that
someone took the time to ask.
Sam: You got to talk to Karla and you and that was nice. You got
to learn a little more. I got my reading [down] pretty good. You
got to hear and read [collected critical dialogues] what you said
before. That was pretty good!
Karla: It gave us the chance to hear both of our issues. What
Don [the researcher/facilitator] had to say about school and what
I had to say about it-and we gave our opinions. It really did
help.
I think teachers should stop getting paid. Some of them, are
like, I’m going to put up with Sam for a while, cause at the end
of the day I’m not going to worry about it because I’m getting
paid. If it is frustrating to a teacher, I think they really don’t
care and they don’t think they should care and they start talking
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• • • Get another job! We are paying them. They are being paid to
come and teach us.
[What have you learned from the program?]
Sam: Yeah! I learned to read more. It was pretty good because
Karla: I feels good talking.
[Were the topics good?]
Both: Yeah!
Sam: [combining some transcriptions from the second field-test
with comments from the first-field test— see Chapter VI] Coming
from other students and giving whatever we had to say on that
piece of paper. . . Then you coming back and then researching
what you got from others
. . . that was really good!
We got new words. Yeah, that was pretty good putting the
words [new vocabulary at the top of the polarized themes]. They
should do that more.
Charity: It helped me to reflect on what I did in the past and
how I came back to school and tried to get my GED. I was foolish
in the past. I made some terrible mistakes in the past. Oh it just
helped me a lot. It helped me to look back on my past. I see I
did a lot of things in the past, now is the future, move on ahead
and go back and get your GED. I want to say that I did it! I went
and did it.
Kathy: I regret it. [Leaving school]. We were all children back
then, when we quit. We didn’t have the mind we do now--back
then. You were still a child. You were still not mature. If you
were the age you are now, you wouldn’t have quit.
Tippy: I didn’t [regret quitting] when I did it. I didn t, even
until I started here.
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Conclusion
In this chapter I presented the findings, answered some of the
research, evaluation and why questions in-depth. The field-testing of
the Bottoms Up Program and the post-testing process produced some
evidence that indicated that the learners were progressing towards
achieving the IEO and UEO. This supporting evidence was extremely
helpful as an indication that the program did what it intended to do
and may also prove to be extremely important in seeking funding for
more testing of the program.
This chapter contained some interesting and important findings
about the intervention process, the interactions and learning that
took place. Out of these interactions came the answers to the
question, why the Bottoms Up Program is so important to the field of
AL/ABE?
In the next chapter I present some of what I learned from the
participants. What important issues or themes emerged directly from
the critical dialogues? What did the current research and social
theory have to say about these themes? Were there any critical
incidents from my own experiences that could be offered in support
of what the participants had to say?
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0=no 1 =A little 2=Sometimes 3=A Lot
A. Participants are/not developing solidarity and trust.
A f t e r A f t e i
First Comp. Focus
Karla Karla
1. Demonstrating nurturing behavior 1 3
with each other. Sam Sam
1 3
2. Affirming what their classmates had said.
After A f t e i
First Comp. Focus
Karla Karla
1 3
Sam Sam
1 3
3. Taking part in the discussions.
After A f t e i
First Comp. Focus
Karla Karla
3 3
Sam Sam
1 2
4. Holding back and not participating.
5. Giving short answers
After After
First Comp. Focus Group
Karla Karla
1 0
Sam Sam
3 1
After After
First Comp. Focus Group
Karla Karla
2 0
Sam Sam
3 1
B. Participants are/not blaming themselves.
After After
First Comp. Focus Group
Karla Karla
1. Putting themselves down.' 3 1
Sam Sam
0 0
Figure 5.2. Checklist of Indicators of Movement Towards Achievin
Solidarity, IEO and UEO
Continued, next page
2. Blaming their earlier schooling because
they had to come back.
3. Perceiving their past situation differently.
After After
First Comp. Focus Group
Karla Karla
3 3
Sam Sam
0 3
After A f t e i
First Comp. Focus
Karla Karla
0 3
Sam Sam
0 2
4. Incorporating changes in attitude and behavior.
After A f t e
First Comp. Focus
Karla Karla
0 2
Sam Sam
0 1
5. Developing a more positive self-concept.
After A f t e !
First Comp. Focus
Karla Karla
0 2
Sam Sam
0 1
C. Participants are/not overcoming the shame issue of returning to
1. Putting themselves down.
2. Perceiving their past situation differently.
After After
First Comp. Focus Group
Karla Karla
3 1
Sam Sam
1 0
After After
First Comp. Focus Group
Karla Karla
0 3
Sam Sam
0 1
Figure 5.2, continued
school
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3. Incorporating changes in attitude and behavior.
4. Developing a more positive self-concept.
5. Perceiving themselves differently.
After After
First Comp. Focus
Karla Karla
0 2
Sam Sam
0 1
After After
First Comp. Focus
Karla Karla
0 2
Sam Sam
0 1
After After
First Comp .Focus
Karla Karla
0 2
Sam Sam
0 1
D. Participants are/not overcoming the
incapable of academic work.
1. Demonstrating an openness to learn from
and with others of different race, group and sex.
2. Willingness to ask for help.
3. Wanting to take responsibility for their
own learning.
self-fulfilling prophecy they
After After
First Comp. Focus Group
Karla Karla
0 2
Sam Sam
0 3
After After
First Comp. Focus Group
Karla Karla
0 3
Sam Sam
0 2
After After
First Comp. Focus Group
Karla Karla
0 2
Sam Sam
0 3
Figure 5.2, continued
are
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4. Demonstrating an openness to new experiences.
After After
First Comp. Focus Group
Karla Karla
0 3
Sam Sam
0 3
5. Developing the courage to create.
After A f t e i
First Comp. Focus
Karla Karla
0 3
Sam Sam
0 2
E. Participants are/not giving themselves credit for overcoming barriers to
returning/staying school.
After After
First Comp. Focus Group
Karla Karla
0 3
1.
Willing and open to discussing these barriers. Sam Sam
0 1
After After
First Comp. Focus Group
Karla Karla
0 2
2.
Demonstrating how they use their intelligence to Sam Sam
overcome barriers. 0 2
3.
Recognizing what barriers they have overcome.
After A f t e i
First Comp. Focus
Karla Karla
0 3
Sam Sam
0 3
After After
First Comp. Focus
Karla Karla
0 3
4.
Participating in brainstorming a list of barriers. Sam Sam
0 3
Group
5.
Persisting with their studies.
After A f t e
First Comp. Focus
Karla Karla
0 3
Sam Sam
0 3
Figure 5.2, continued
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F. Participants are/not developing their sense of critical awareness.
1. Verbally critiquing the system,
(discussion or in conversation)
2. Breaking through apathy.
3. Developing an awareness of the causes
of the problems.
After After
First Comp. Focus
Karla Karla
0 3
Sam Sam
0 2
After
First Coi
Karla
0
Sam
0
After
First Co
Karla
0
Sam
0
After
p. Focus
Karla
2
Sam
2
After
ip. Focus
Karla
2
Sam
1
4. Recognizing that change comes from the bottom.
5. Getting actively involved.
After After
First Comp. Focus
Karla Karla
0 1
Sam Sam
0 1
After After
First Comp. Focus
Karla Karla
0 1
Sam Sam
0 1
Figure 5.2, continued
G rou p
Grou p
Group
Group
Grou p
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CHAPTER VI
CRITICAL THEMES THAT EMERGED FROM BOTH FIELD-TESTS
The previous two chapters analyzed the data in regards to the
specific research and evaluation questions that I wanted answered in
this study. I then proceeded to answer those questions and to
present some evidence in support of the program and what the
participants had to say. Chapter IV and V were basically presented
as goal-based approaches to data analysis.
In this chapter I begin by looking at some of the themes that
emerged from the critical dialogues of both groups. I include and
integrate some critical incidents from my experiences, as further
evidence supporting the participants’ positions.
Data Analysis Procedure
There were several important themes that emerged directly
from the critical dialogues that could only have been discovered
through an inductive process, such as a cross-case analysis approach.
Some of these themes that emerged included:
• Group work
• Children and their relationship to the parents education
• Individual circumstances that relate to the participants’
previous experiences in schools
• Positive and negative exemplars that relate to reflecting upon
one’s own past experiences
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• Theories on motivation
• Other types of programs
Because of the uniqueness of each of the above themes, they did not
really share enough common attributes, connecting strands, nor
indicate any significant patterns, nor were they of my primary
interest in this study and were excluded from the analysis.
On the other hand I was able to “flesh out” a few additional
concepts that linked to other important themes and categories. Two
concepts that emerged were insensitivity and authoritarianism. In
contemplating the findings I was able to discover some interesting
patterns.
These concepts were later bridged to the primary concepts—
respect, labels and support. These themes formed common patterns
and were linked to each other, as well as to the concept— insensitive
authoritarian teachers. Beginning to surface was a strong and
important negative relationship between resistance in their earlier
schooling to persistence in AL/ABE Programs. But it was also the
nature of resistance and certain negative emotions, such as self-
doubts that made it difficult for individuals who returned to adult
programs to develop the self-confidence needed to become persistent
learners. One example was that some of the younger participants
blamed themselves, but did not have the same self-doubts that the
older participants, who had also blamed themselves, had about their
own abilities. Although not part of this study, some younger adults
may still harbor hostilities that prevent them from developing
persistence. So it may also be a matter of how they processed what
happened rather than specifically what happened to them.
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Getting back to what happened, several of the participants in
this study reported that not being respected by teachers was a
contributing factor to why they did not do well in school the first
time around or why they dropped out. Labeling students according to
any of the following four classifications: 1) behavioral
problems/learning disabilities; 2) sex; 3) race and 4) socioeconomic
class inferred unfairness, disrespectfulness and often led to
stereotyping.
There was a consistent predominance of comments by several
participants referring to not being supported by teachers in their
earlier schooling experiences and that the “school” was a contributing
factor to why they dropped out or why they were not doing well. Not
being supported in their academic efforts by friends and families
was also key to why they dropped out.
Patterns can more readily and easily be seen through a
discussion of these findings that also represents the “critical voices”
of the participants. One obvious benefit in sharing these findings
would be if AL/ABE programs’ staff can learn to modify some of
their attitudes and behavior and stop labeling learners, respect them
and support them, not only in their academic efforts but also in the
struggles they had with their earlier schooling experiences, most
adult learners will develop the motivation and sustained effort
needed to meet their need, goals and interests.
As previously stated, each component was audio taped and
transcribed to create the seven critical dialogues. An inductive
analysis of these critical dialogues produced the concepts discussed
in this chapter.
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I took the full copy of the written transcriptions of the two sets
of dialogues and cut them into strips and taped them to 5”x8” cards. I
slowly turned them over one by one until I had about a dozen
interesting and important themes. I eliminated the ones stated
earlier and what follows are those themes that remained.
In this chapter I present a description and an analysis of those
themes:
• Respectfulness
• Labels (Behavioral problems/learning disabilities, class, race
and sex)
• Support
I integrate a series of quotes that flow directly from the six critical
dialogues in both case studies. In order to limit further redundancies
I have kept these quotes to a minimum.
I also tie in examples from one university study, with how the
participants in the Bottoms Up Program felt adult programs need to
change in order to better respect, support and serve their students. I
also compare, tie in and integrate these findings with a “few” quotes
from a previous four and a half hour in-depth interview I conducted
a couple of years ago with an adult learner. That project was
discussed in some depth in Chapter II.
That major university study, conducted a couple of years ago by
Professor Alan Quigley for Penn State University entitled, Reasons for
Resistance. Recommendations for New Delivery Models and
Instructional Strategies for the Future (1992) was also very useful in
validating and supporting some of the Bottoms Up participants’
comments. He designed and supervised the conducting of 20 in-
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depth interviews with participants, who can best be described as
individuals who were resistant to attending AL/ABE Programs and
answered the question, why they don’t attend these programs. All
three studies contained recommendations to programs that were
remarkably similar.
Three months later I returned to both field-test sites to double
check with the participants to see if they were still in agreement
with their own comments and with those made by their colleagues in
the other program. I conclude this chapter with a brief reflection
upon what I learned and upon my own view of the significance of
this chapter.
Learning from Social Theory.
Self-Disclosure, and from the Critical Dialogues
Studies conducted within the Education and Sociology fields on
disenchanted and disenfranchised youths from housing projects and
the inner cities ask why these individuals or groups don’t take part
in the dominant culture? They indicate that one important reason
why they stay put and don’t try to work within the system, to
become part of the system or to become successful and/or become
upwardly mobile is that they perceive that effort to be demeaning
(Willis, (1977) and Mcleod (1987). They have also come to respect a
different value system (Quigley, 1987).
Were they right? How did they know that their efforts would be
demeaning if they didn’t try? Have others tried and reported back to
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them? Could it be that they have developed a strong sense of critical
awareness at a young age and that some of their earlier experiences
suggest their hypothesis?
In retrospect, I tested out this hypothesis by obtaining a GED.
two undergraduate degrees, two Master’s Degrees and a Doctorate
and based on my own critical incidents, that effort was sometimes
demeaning. On the other hand my early motivation for higher
education was rooted in a desire to avoid manual labor work by
collecting a monthly check from the government through the GI Bill.
I perceived it as a “scam.” It was only later that learning “grabbed”
me.
In this cross-case analysis of the critical dialogues I examined
the findings and evidence from both case studies. I have also chosen
to integrate what stands out in my life that relates to some of the
experiences of the participants from the Bottoms Up Program. How
do some of my reflections and experiences as a drop out and a GED
recipient relate to the important themes that emerged from their
critical dialogues? My experiences provide evidence to support some
of the findings in the cross-case analysis.
But first I think a little additional disclosure is necessary prior to
illuminating on some of the learning that has been occurring during
the dissertation process. I was born in a housing project, spent most
of my life in the United States living in the inner city and quite
frankly avoided schooling as much as possible up until the age of
sixteen, when I first dropped out of school. At the time I first
dropped out I was enrolled as a high school student for only two
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months. One year later I returned to stay for two additional months
before dropping out again.
Being retained in grade a couple of times were also part of my
growing experiences, not to be confused with negative experiences as
so often perceived and referred to by some professionals. I guess you
could say that I resisted the dominant value system.
These past experiences have become particularly meaningful to
me during my graduate studies. I have reflected much about my own
development experiences and behavioral change process over the
past dozen years or so as a graduate student.
Rather than participating in AL/ABE programs I took the
independent “Marlboro-man” route and have experienced and still
experience much of the same pain reported by the participants in my
studies and by individuals in other studies that I have reviewed.
Where I stand right now, if I had the choice I probably wouldn’t do it
again.
There have been several critical incidents in my life since
completing my undergraduate work almost twenty years ago that
relate to the issue of respectfulness. In addition to these incidents
being painful at the time they occurred, many of them have also
puzzled me over the past dozen years as a graduate student--puzzled
me enough to want to conduct a mini-research project into the
“negative” characteristics of those individuals who contributed to me
having these painful feelings.
When I finally finished undergraduate school at the ripe old age
of thirty two I knew intuitively that I would have some “heavy dues”
to pay if I wanted to be successful in the mainstream. I can’t really
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remember how critically aware I was that I would be facing
numerous future demeaning critical incidents. In fact I probably
didn t know what the word demeaning meant, but I was at least able
to comprehend some foreseeable difficulty in obtaining employment.
I told myself back then not to be discouraged if I had a hard
time gaining employment in a “professional/managerial” field. At
that time I was under the impression that at least people would
respect me for what I had accomplished.
I don’t plan to go into a long polemic of my life but I will
integrate, where appropriate, some of my own critical incidents. This
brief self-disclosure now leads into a discussion of the findings from
the case studies.
These findings are presented using a similar analytical structure
used in the previous chapters:
1) Beginning the Analytical Process
2) Engaging the Issues and Interacting with the Process
3) Concluding the Analytical Process
There are several themes that emerged and I would like to start with
the one that relates most to my own experiences and that is the issue
of respectfulness.
Respectfulness
Beginning the Analytical Process
“The staff has to have some kind of respect for me.” (Casey in
Robishaw, 1993b)
Historically certain individuals or groups were always being
labeled, mislabeled and/or singled out as being different or as
inferior during their earlier schooling experiences. Many of them
understood this back then or have learned it through their own
reflections upon those past experiences. How could these adults ever
come to expect to be respected in AL/ABE Programs?
If adult students were singled out for their differences or
perceived differences and being treated differently than others as
children, how are they going to gain respect from practitioners, who
come from similar backgrounds themselves and have similar
characteristics as those who originally labeled children as different
or inferior back then? Being respected has been reported in this
study, in other research literature and in the sociology literature as
being very important.
Many poor and working-class individuals feel that they can only
find respect from those who are most like themselves. In The Hidden
Injuries of Class . Sennett and Cobb say that “Richard Hoggart’s The
Uses of Literacy is a beautiful evocation of the feeling among
laborers that we are unfree, but dignified in our oppression because
we have each other” (Sennett and Cobb, 1973, p. 29).
Engaging the Issues and Interacting with the Process
What follows now are a few direct quotes about the issue of
respectfulness made by two of the participants during the field-tests:
Charity: If you are not getting respect why should you be
there? You are going to become a resister.
[What should the educational system have done differently?]
Charity: They should have paid more attention to us. They
should have given us some respect and pushed [supported] us
more and we would have
. . .
[What are some positive attributes of a resister?]
Charity: Trying to get self-respect for yourself.
[Did the Bottoms Up Program help you?]
Charity: It did help--because all of my past experiences with
school and the negative feelings I had with teachers.
. . . About
respect and not getting a chance to do anything
. .
.
[about it]
I understand why I left school the first time.
[Were they insensitive?]
Charity: Yes, and mean.
Janet: Sometimes it works both ways. Sometimes the teacher
doesn’t respect the kids. But that is why the kids don’t respect
them. It is like the feeling [you get] when you first meet the
teacher. If the teacher looks at you in a strange way, you know
you are not going to get any respect from them. . .
Concluding the Analytical Process
Why is the issue of respect so important to adult learners? Do
these handful of participants from the two field-tests provide enough
evidence to base making some sort of grand conclusions? In looking
at an earlier study I conducted, Casey also discusses respectfulness
as it relates to AL/ABE Programs:
Students really appreciate it when people ask them--and that is
ownership. Ownership and asking [learners] about their own
learning and what they think is going on. I think schooling is
empowering. The staff has to have some kind of respect for me.
This is a significant statement because a foundation is beginning to
form from this issue of respectfulness, as well as from the upcoming
themes of labeling and support that I will be explaining in more
depth later on. All three form the analytical framework for this
cross-case analysis.
There appears to be a continuing pattern based on similar
perspectives found in some of Quigley’s participants’ comments:
“Well, some of them [teachers] had this personal thing about the way
they didn’t like certain people, because you didn’t bow down to
them.” In discussing a popular ABE Program: “Well there is a respect
for one thing. There is not that authoritarian attitude.” Another
participant in Quigley’s Study (1992) felt that it was important that
adult learners be able to freely express their opinions in a program.
I'm saying like, the education, the educational philosophy--
it’s like that, I don’t like that. Where they can express “theirself”
openly. I mean, what they’re thinkin’ on their mind instead of
havin’ to watch their tongue or they’re gonna disrespect this
person or disrespect that person.
This is a perfect example of what I was talking about in my earlier
discussion with two staff members at the second field site. Those
participants were criticized for being open. I allowed them the
freedom not to have to “watch their tongue.”
In my own work experiences with the professional/managerial
class, since completing undergraduate school I often felt the same
way. Like-minded people from the professional/managerial class
appear so natural in their work setting with each other and so free to
express themselves openly, while people like me constantly have to
do an “eggshell dance” in order to stay, and end up, keeping perhaps
our most important contributions internalized, for fear of not beina
treated respectfully.
No matter how hard individuals may prepare for any
“conformity tests” certain individuals will always pick up on their
“small differences” and act meanspiritedly or vindictively. These
small difference can range from things like dress, linguistic style, and
mannerisms to sense of humor, favorite TV shows and perspectives
on various issues. These few quotes I selected are excellent examples
of the monkey on the back syndrome I discussed at length in Chapter
Two.
Why do people feel that it is difficult to gain respect from
members of the professional/managerial class? It is difficult for
members of this class, and specifically those reared to believe in
many of the values espoused by the “exploited” protestant work
ethic and social Darwinism to demonstrate respect for those they
grew to perceive as inferiors. Historically it is important to consider
that this ethic was perpetuated and exploited by republicans and
corrupt big businessmen.
The managerial/professional classes come to expect to be in
charge and to be respected. I think that it is very difficult for many
of them to respect those who they perceive to be inferior or who
they perceive to have inferior sensibilities or inferior sensitivities. I
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believe that the participants in the second field-test were perceived
by some of the staff members as having inferior sensibilities.
In examining and reexamining the general comments made in all
these studies I have come up with some evidence that indicates that
there is a need for adult learners to be able to speak their mind,
have their opinions respected and have their voices heard by a large
audience. The participants in this study have told me that they want
teachers and other learners to hear their “critical voices.” One
inference is that it is not only their poetry that should be published!
What are some of my own critical incidents mentioned earlier on
that relate to the issue of respectfulness? If I am to make additional
self-disclosures I guess I have to state, rather bluntly, that over the
years I have been disrespected, or “dissened” as Jessie Jackson would
refer to it, by a number of my colleagues. The number who have
respected me has far and away outnumbered the ones who haven’t,
but even one is a large number.
To my own credit I continued to treat these individuals from a
standpoint of self-control, respect and with “homeport sensitivity,”
while many continue to treat me differently. “Homeport” sensitivity
refers to the ability to empathize and be sensitive to the experiences,
sensitivities and sensibilities of those from a different race and class
within one’s own country. It means being open-minded and not
being prejudice towards people’s backgrounds, education or lifestyle
--understanding that others have grown up differently. One who is
homeport sensitive is able to relate to other people’s way of life. On
the rare occasions when I have, quite civilly in fact, inquired about
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their behavior they tended to “pout” and to later treat me as a non-
entity.
A critical incident that continues to trouble me, quite deeply in
fact is how a half dozen or so of my colleagues in the education field
have been disrespectful to me by not responding to my applications
for work over the past decade. These applications were not
submitted as a stranger, but either as a former employee or as an
individual already working in an organization. Based on my
observations, studies and self dialogues over the years these
individuals, because of their own similar characteristics continue to
treat me differently despite all their rhetoric of respecting
differences-even small ones. I believe that all adults deserve to be
treated with the same common decency that they would treat others
who are more like themselves.
As previously stated, getting a job means less to me than most
people, but being treated with disrespect seems extremely
hypocritical, in light of the kind of work these individuals are
involved in and in their rhetoric about respecting difference that is
often espoused in the field.
Other incidents, include being laughed at in a graduate school
seminar because I occasionally have to stumble around to choose the
correct vocabulary word or idiom because my first internal choice
from my own everyday language would probably be considered
unacceptable, to being ridiculed by colleagues for a spelling error on
a newsprint, to being verbally praised for my outstanding volunteer
work and offered a paying job, then to turn around and find they
had brought some one else over from the United States to till the
position I was promised, were all very disrespectful and insulting.
Another one was completing my first master’s degree and to then
have to take a series of labor intensive jobs until I got accepted in
another graduate school. These were all demeaning critical incidents
that lingered on internally, for much too long a period of time.
What I’m simply trying to add here is more evidence, based on
my own real life experiences as support, that the issue of
respectfulness in AL/ABE should not be taken lightly. Not to dwell on
this theme of respectfulness for too long, I would now like to move
on to the next critical theme that emerged from the participants’
dialogues, which also connects to disrespectfulness.
Labeling
Beginning the Analytical Process
“I’d love to see society not stereotype or label people simply
because they haven’t had an academic background.” (Casey in
Robishaw, 1993b)
Professional educators, psychologists and other individuals with
an academic background have developed numerous classifications or
“labels” as Casey refers to them as tools to help categorize and name
populations and individuals that “fit” a certain criteria. Although not
always intended to be oppressive and “dis-empowering,” many of
these labels have often ended up being quite harmful to many less
powerful groups and individuals, and used by individuals and more
powerful groups to take charge, be in control and to dominate rather
than to help narrow any gaps. Not to get too far off track but I
believe that these roots can be found in the literature on European
Colonialism and the issue of power.
To get back on track, a perception by others or even the
misperception that others are perceiving them as being different and
inferior, does in fact cause many adult learners great harm and an
internalization of oppression. “On the hidden agenda, the educated
upper-middle class people who uphold the ‘right values’ stand out
from a mass, whose understanding and sensitivity they believe
inferior to their own.” (Sennett & Cobb, 1973, p. 69) People who have
been labeled by society as inferior, are often reminded of that
inferior status or perceived inferior status over their lifetime by the
constant and continued use of certain labels by the
professional/managerial class and the general public.
Engaging the Issues and Interacting with the Process
What follows are a few direct quotes taken from the critical
dialogues from both field-tests. These particular quotes pertain to
labels from their earlier schooling experiences:
Karla: Sometimes when we went to school or when we came
home there was a problem there. Therefore it is still with us
when we get to school. It doesn’t have anything to do with
school, but it turns out that way and they label you. . .
Charity: They should be able to speak their mind. The teacher
should respect their opinion, not label them.
Denise: Just because they are under eighteen, they aren’t
allowed to voice their opinions. They get talked down to. It is our
school. It is there for us— to teach us and for us to learn. They
can’t dictate to us what we are going to do. We have to be part of
it. . .
^
Concluding the Analytical Proper
First looking at the findings we see how Casey, from my
Encoura g in g Persistence (EP) Study , in the opening quote in this
section “would love to see society stop labeling people.” Second, we
discover an interesting pattern in how Karla from the first field-test
and Charity and Denise from the second field-test appear to concur
with Casey and also question how students, in their opinion, were
often inappropriately labeled by teachers and school officials. Third,
in reexamining the data we also see that the question of students’
lack of power offers little opposition to being labeled by those who
do, in fact hold the power.
Fourth, I took into account Quigley’s study. Reasons for
Resistance (RFR), and how some of the comments by his participants
also inferred a desire not to be labeled or to have that perception.
“You are supposed to be able to come to them and talk to them and
express yourself without feeling guilty or dumb.” Nor to be thought
of as having inferior sensibilities.
It was interesting to note how participants across three different
studies--Bottoms Up (BU), EP, and RFR-using three different
procedures, designed for three different purposes, were all critically
aware of how authorities labeled them and others as children and as
3 19
adults.
It was rare that the authorities explained the purpose and value
of these labels to children. Were children expected to interpret the
meaning and purpose of these classifications and labels on their
own? A vast amount of literature regarding labels can be found in
the sociology field, beginning back in the mid-60s with a review of
the work by Howard S. Becker. If only those students had been
respected and supported and not so easily labeled, perhaps they
would not have had a use for AL/ABE programs today.
In revisiting the Bottoms Up Program, there were several
categories of labels that the participants often referred to. Given the
likelihood of continued patterns, I later attempted to flesh out these
same categories and patterns from the other studies as well. These
categories were: 1) behavioral problems/learning disabilities, 2)
class; 3) race; and 4) sex.
Label A: Behavioral Problems/Learning Disabilities
Beginning the Analytical Process
“They are not just plain stupid. Whether it be a dysfunction in
the family, whether it be a learning disability— whatever. We are
very intelligent people.” (Casey in Robishaw, 1993b)
The labeling and often mislabeling of some students as having
behavioral problems or learning disabilities in earlier schooling may
have been interpreted by some participants as an indication of how
authorities did not respect certain students.
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—Issue s and Interacting with the Process!
What follows are quotes depicting how some of the participants
in the BU Program felt about these labels and about those authorities
doing the labeling.
Karla: “Oh your child has a behavioral problem and this is the
class we want them to attend
. . . Once their behavior stops, then
he or she will be able to attend regular classes with other
students.” It makes you feel like a real dummy or something.
[What can schools do differently?]
Sam: Start caring! Maybe they think it is none of our business,
“We have them for five or six hours.” There is a lot of stuff going
on out there. There are drugs, there are guns and there are
killings.
Concluding the Analytical Process:
I think the labeling and mislabeling of students as having
behavioral problems or learning disabilities was often an issue of a
misuse of power, as well as a convenience for the teachers, rather
than a way to classify students that need extra help in the future. It
was also an example of reproduction theory. In either case it was
often detrimental to the students’ education.
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Label B: Class:
Beginning the Analytical Proper
“Where you grow up has a lot to do with who you become.” (Denise,
Second Field-Test)
An often uncomfortable subject for members of the
managerial/professional class to talk about, these participants were
not hesitant to discuss the issue of social and economic class labels
and stereotypes. The evidence now suggests that a reinterpretation
of the class issue in AL/ABE Programs is clearly needed.
En gaging the Issues and Interacting with the Process
What follows are more direct quotes by participants from both
field-tests. These particular quotes pertain to social and economic
class labels:
Karla: Sometimes we get judged by our appearances. That has a
lot to do with it. It shouldn’t. Our parents sent us here [school]
for the same reasons that other parents do. Because we have
holes in our shoes or our clothes or they might smell, it doesn’t
mean that they don’t want to [learn] it just means that there are
some problems at home.
Denise: Where you grew up has a lot to do with who you
become.
Kathy: The amount of money you have. . .
Charity: The family background, the money, the schooling and
the parents.
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TiPPy : • • • if you live and work in a certain area that have
factories, mills and coal mines the boys are most likely goina to
be doing the same thing.
Kathy: They act like they speak a different language. Why, are
they any better? The most common problem is the way we
speak.
Denise: If we were sitting at a table full of lawyers could we
understand every word they say? Could we understand them
and could they understand us? Would they sit there and say,
“Listen to the way this lady is talking.”
Concluding the Analytical Process
A similar perspective was rooted in what Shirley, from Quigley’s
Reasons for Resistance (RFR) Study, had indicated as to why she
didn’t like school—mainly because she was poor and that it was too
embarrassing going to school. “I think I didn’t like school because I
couldn’t dress as well as my friends and couldn’t keep up financially
with my peers.” (Quigley, 1992)
Early in the critical dialogues the participants were beginning to
recognize how significant an issue socio-economic class was. The
issue of “voice” also surfaced as a sub-category of class, as well as a
common sore point for the participants. These participants were
quite embarrassed and self-critical of their own everyday voice. I
still encounter this embarrassment myself.
Denise questioned how a group of lawyers would react to her use
of the English language. Would they react in a deviant/normal
fashion by quickly labeling her? Would they have less respect for
her? Would they perceive her as an inferior, based only on her
different dialect?
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Label C. Race
Beginning the Analytical Process
John should be the machine operator or Joe should be in wood [shop]
because some black people.
. (Karla, First Field-Test)
In each field-test there was one African American woman. In
Quigley’s study 18 out of the 20 participants were African American.
Many black people and others in this country believe strongly that
they are singled out for low paying labor intensive jobs.
Engaging the Issues and Interacting with the Process
We can see how this perspective is rooted in how Karla
perceived some of her earlier schooling experiences.
. .
Karla:
. . . sometimes you have a teacher who won’t say it out-
loud but that [soft voice] John belongs over here or Jane belongs
over here-by color. . . because that is all they deserve. He
doesn’t belong over here because they have structured classes
for lawyers, doctors, teachers
. . . Sometimes the teacher offers
scholarships to the kids. Sometimes they think that this white
student, Jane deserves it, [soft voice] “Jane take this home to
mother and father and don’t tell nobody.” They do do that. They
do, it happens.”
Concluding the Analytical Process
An interesting correlation can be drawn between Karla’s earlier
schooling experiences of how some black children were steered
towards labor intensive work in formal schools and in Charles’ adult
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education experiences. He sees vocational programs today as also
steering black adults towards labor intensive work.
. . . they’re gonna make all black people mechanics, all black
people body and fender men. I mean, but here’s black people
that should be in research, these people should be in the space
program, electrical programs, they should be in NASA, but here
they want all of us to be just fender and bodymen, tirechangers,
gas pumpers, cleanin’ up this house, cleanin’ up that house. It’s
garbage. (Quigley, 1992)
If one were to investigate further they would discover that most
AL/ABE programs are in fact, geared towards preparing the learners
for a lifetime of relatively low skilled employment (Bedder, 1991).
This is only one, but a primary reason why many adults, regardless
of color still resist these programs despite being eligible to attend.
Many individuals would prefer being on the “lam” to being highly
exploited by “sweat shop” employers. In another life I felt exactly
the same as Karla and Charles.
Label D: Sexism
Beginning the Analytical Process
“Just because they wear jock straps. . . “ (Denise, Second Field-Test)
Denise from the second field-test makes the above reference to
how it is much easier for boys to achieve university scholarships
than it is for girls, just because they play sports. There are additional
schooling experiences surrounding the issue of sexism and
stereotyping girls that relate to the participants’ earlier schooling
experiences.
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Engaging the I ssues and Interacting with the Process
[ “Schools offer equal opportunities for all,” what does that mean
to you?]
Janet: It has been proven that the boys get treated better than
the girls.
Tippy: Yes, putting girls in home economics. I had to take home
economics.
. . . while you were making key chains I was baking
cakes
!
Concluding the Analytical Process
Only one reference was made in either of the other two studies
to the issue of sexism and that was in Quigley’s study in conjunction
with racism. “ ... he was saying to me, that I wasn’t, I wasn’t
important, I was just another black person and black people wouldn’t
go far and especially black women .” Female and male stereotypes
historically have led to preferential treatment.
These earlier schooling experiences of women from poor and
working-class backgrounds may have contributed more to their not
doing well in school the first time, as well as to their dropping out
and/or to their resisting formal and adult education than what was
first thought. This is an area that definitely needs more research.
Support
Beginning the Analytical Process
“At this time I still need the nurturing. I need the support.” (Casey in
Robishaw, 1993b)
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Casey feels as though the support has to be continuous, over a
long period of time. When he doesn’t need that support any longer he
will be the first to know.
The lack of support expressed by some adults in their early
schooling experiences has a strong correlation and a connection to
their ability to develop the sustained effort needed to stay with a
program or to their interest in coming back to school at all.
Engaging the Issues and Interacting with the Process
Charity: Her parents pushed her. Sometimes you need support
at home from your parents.
[Where else can you get support?]
Charity: From your teachers and peers.
All: Parents, peers, sisters, brothers, self, anybody.
Karla: I’ve been there. There were two monkeys on my back.
I’ll say three. One in school--teachers--coming home and
classmates. There was no teacher support, student support and
family support. You have got to find that support somewhere.
Concluding the Analytical Process
In Quigley’s study, insensitive teachers were identified 11 times
as a primary reason for quitting school. Typically, responses included
dissatisfaction with the amount of time and interest spent on them. . .
They didn’t spend enough time with the people that needed it.
The people that were easy, they picked up things easy, they
spent more time with them it seemed, because it wasn’t. . . I
don’t know, it was like their star students and people like me
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that needed extra things they would just ‘fluff’ over you you
know, so you just didn’t care. If they didn’t care, why should
you? (Deserie)
Again in Quigley s study: “exclusion from any peer group—being left
out-was a second theme in this category. In these cases, peers [and
teachers] provided little or no support up to this point, and after this
point, the subjects quit” (Quigley, 1992).
Counter Point
Manual: Do you know what I can’t understand in this country?
The students get a lot of support.
. . .
Kathy: Kids here don’t know what it is like to starve or to have
no clothes.
Charity: They are very spoiled. They get what they want.
Manual: Hunger is hard, real hard ! It is a serious problem.
Manual has introduced some important caveats into the
discussion. These comments are extremely important. They served as
a reminder to the participants in this program, that as youths they
had a lot of material benefits that other students in other countries
could only dream of having.
I think that these are the responses that the
professional/managerial class, who see the world through an
equilibrium paradigm rather than a conflict paradigm would
appreciate. These comments would be supported by those who
believe that change is a slow evolving process, a process of balance
and stability.
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The development of the Bottoms Up Project is rooted in a
different paradigm--conflict paradigm. Change is seen as a process of
imbalance not balance. Change is seen as a result of conflict not
harmony. It does not identify itself with the individualism that is
rooted in the humanistic perspective of a psychology of satisfaction.
Support: What Can Programs do to be More Supportive?
Beginning the Analytical Process
“Teachers really need to be straight with students and have an open
dialogue.
. . I think schooling is empowering so it helps in the
recovery part. Everybody has a part in this whether it be the
teachers, students, or the volunteers--it’s a community activity.
.
.”
(Casey in Robishaw, 1993b)
Many suggestion have been offered by participants in all three
studies. What follows are direct quotes by participant from both
field-tests.
Engaging the Issues and Interacting with the Process
These particular quotes pertain to AL/ABE Program support.
Let’s take a look at some suggestions from the participants in the BU
Program:
Denise: Support you. Respecting your opinions. . . . Give
encouragement and do not criticize. If you are allowed to have
the right attitude you will get a lot further. Nobody deserves to
be put down.
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Janet: We are not in competition with each other. This is for us.
not for anybody else.
. . . You need to be treated like everyone
else. If you are trying as hard as you can to dosom t i • **
* •
Charity: They need to tell the truth and give more information
about the programs, so people can make up their mind. Tell the
truth--don’t lie.
Sam: It is like they say four words to you and walk away from
you or they just don’t care.
. .
Karla: The program I was in they was truly uppity. So I left.
They were really uppity.
Concluding the Analytical Process
Many of the recommendations for program change coming from
all three studies were quite similar. Each study had a different
purpose and asked different questions, yet the recommendations for
program change were quite similar.
Casey from my Encouraging Persistence Study has the following
recommendations to offer:
• You have to have an open dialogue.
• You have to agree on a level and why you are there.
• You have to build self-esteem, feel good and then learn.
• Teachers need to know that learners are different. It is
important that the students’ points of view have some weight.
• Make it a welcome place. It is a give and take kind of thing.
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There are a lot of "feeling” issues in dealing with adults that
you don’t have with children.
• The more you know that all your students are different, the
more you know about your students, the better you can do
your job.
Some of the recommendations from Quigley’s Reasons for Resistance
study included:
• Casual not really strict, letting adults be adults.
• Friendly instructors
• Smaller classrooms
• Down to earth, but strict about, you know, the teaching. But
still can be human with people.
• Able to come to them and talk to them and express yourself
without feeling guilty or dumb.
• They would have to be open-minded. People that aren’t
prejudice towards people’s backgrounds or their education or
their lifestyle.
• They don’t understand that others have grown up differently.
• They have to relate to other people’s way of life.
“Most, but not all said yes they should have input but clearly
had never thought about it.” (Quigley, 1992)
Analytical Summary and Hypotheses
What transpired over the course of the past twenty pages or so
was a cross-case analysis of some of my findings from the first and
second trial run. Analytical summaries and hypotheses were also
drawn from the data.
The Bottoms Up Program cross-case analysis approach produced
possibilities into why some adults earlier schooling experiences
served as reasons:
1. Why they dropped out of school.
2. Why they did not do so well the first time.
3. Why they resisted schooling.
4. Why they still resist AL/ABE Programs.
5. Why they drop out of AL/ABE Programs.
These earlier schooling experiences include being labeled, not being
respected and not being supported by teachers and school staff who
they perceived as being overly authoritarian. What follows are brief
analytical summaries, based on some of the findings from this
approach.
Analytical Summary: Modifying Teacher Behavior
First Conclusion
Some earlier schooling experiences are reasons why many adults
do not return to AL/ABE Programs. In order to best serve adults it is
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recommended that program staff, but especially teachers need to
modify their attitude and behavior.
Practitioners can learn to “diagnose” and modify their teaching
behavior by participating in an “unlearning” process. By reflecting on
their past experiences through critical dialogues with their own
colleagues, practitioners can develop a cure for their attitudes and
“deviant” behavior that often ends up insulting many adult learners,
as well as learning more about themselves and the needs,
sensibilities and sensitivities of their students.
Three concepts emerged that led to the above recommendations.
Labeling, not respecting and not supporting some children in schools
were reasons why some adult practitioners need to identify and
modify their attitude and deviant behavior. Again, it is extremely
important that practitioners become more sensitive to their learners’
needs, sensibilities and their sensitivities. The learners’ sensibilities
and sensitivities are not inferior to those of the highly educated
managerial/professional class.
Hypothesis 1: Programs that allow their practitioners to participate in
an unlearning process designed to get them to diagnose and modify
“deviant” elitist attitudes and behaviors will have better retention.
Hypothesis 2. Practitioners and programs that refrain from labeling
learners and respect their opinions, respect them as individuals and
support them in the struggles they had with their earlier schooling
experiences, as well as their academic efforts will have better
retention.
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Analytical Summary: What Can Programs Do?
Second Conclusion
Looking at the findings from the analysis tells me that there are
lots of things programs can do to try and reduce students’ resistance
to these programs. It can be assumed that it is how the program staff
treat the learners and how the programs are designed that make a
difference.
Hypothesis 3: Programs and practitioners who treat their students
with sensitivity, by not treating their students’ sensibilities and
sensitivities as being inferior to their own and by treating them as
adults, will have improved retention.
Cross-Case Synthesis and Analysis
Beginning the Analysis:
Roughly three months after the implementation of each field test
it became necessary to conduct a summative evaluation. One of the
purposes of the summative evaluation component was to double
check and get feedback from the participants in both groups on the
findings in this chapter.
The purpose of one activity conducted during the follow-up
session was to double check with the participants, if they were still
in agreement with their own comments and their colleagues’
comments related to this cross-case study. The participants received
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a handout containing several pages of comments from the cross-case
analysis. For the sake of time, I read many of these comments that
were taken out of context to the participants. I wanted to double
check if, in this form they still agreed that some authoritarian
teachers are insensitive, that teachers should stop labeling them and
be more respectful and supportive of learners. They were in full
agreement with their previous comments as well as those made by
their colleagues in the second field-test.
Engaging the Issues and Interacting with the Process: Karla and Sam:
What follows are some of their responses to several questions
that I asked:
[Some teachers labeled their students. Was that a problem for
you?]
Karla: Teachers went to school so they can teach and to become
a teacher. I don’t think they were taking those courses so they
can become a teacher to teach the students that you must . . .
[label] them. I think that it should be looked into more. Maybe
we would have less problems. Make sure that is what you are
going for. If you are getting paid to teach, then teach. You are not
getting paid to judge. That is a different job--totally different
job. It is not a job I would want.
Some [children] are really looking forward to it [school] and
they like the teacher. But then they find out the teacher is
starting to judge you. You miss that . . . [desire] for learning, you
lose that respect for the teacher and they tear your little heart
out. Then they say, “Oh well forget it.” Some teachers, you know
work a lot with the students and treat others as equals. I want to
be treated as an equal, as well as others.
[What do you think of this issue of socioeconomic class? Do you
think these student were also treated differently?]
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Karla: Yeah, that too and sometimes you had the teacher’s pet.
You learn not to think about it.
[Respect and support]
Karla: The teachers and the students need to be straight and
the... We all support each other.
[ Are these issues important for a teacher training program?]
Karla: Yes! Yes if we allow our voices to be heard on certain
issues, topics and things that the teacher should put up with and
the students should put up with. What we expect out of each
other as individuals--like I respect you as a teacher and you
respect me as a student. It doesn’t matter if it is in an adult
learning program or in the public schools. It is for everyone to
understand that you are going to be treated. . .to be sure you get
the education.
[ If you were designing a curriculum for teachers what other
topics would you include?]
Sam: Feelings!
[What kind of feelings?]
Sam: You should respect the feelings of the students, if they
can’t do something. . . Rather then give them a hunk of paper or
a sheet to dump on them or just give it to them. Don’t do it in
front of the class.
Karla: Just take them to the side. Cause our behavior is
inappropriate, don’t take and shove us in a corner. Don’t tell
students to sit there and you write because you are not up to. . .
and put you in a corner or that they are not up there with the
other students. Sit down and talk to us and find out the
problems. Take the time-if you are going to take the time to
help the other kids that are more educated you can take the
time to help the ones that are not, and that might make a lot of
difference. Because it will let you know that the teacher does
care and they will feel better about themselves not becoming a
bother. Don’t shut us out! It is not because they don’t want to
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learn. They do want to learn. It is just a little harder for them to.
If one teacher picks up on it I think she should let the other
teachers know. “I think Karla has a problem with reading and
she is not up with the other students. What have you been doing
to help her?” Don’t put her down in the basement! First give us a
chance. Keep us right there where we are at, because once you
do that you leave us at their mercy. You start picking where our
head is at. “ Well, I think she needs to see the guy who comes in
and plays with the blocks and then we will put some colors
together, and rectangles.
. . .That is not my problem— reading,
arithmetic or time tables or
. . . Just because we are not up there
with the other kids. . .
If the teacher has your medical record that is what they are
going to base everything on. You got to go down to class . . . and
see Mr. B. and I’m down there like an hour and a half, school is
over, putting together some [“@#&] blocks. Send us down there
to help us with reading, send us down there for that. What does
this psychological stuff have to do with your lack of education?
[Do you think some teachers are cold?]
Karla: Not only that, it is a waste of tax dollars and money. Just
because you are not up there with the other students doesn’t
mean that you don’t know what a rectangle is or how to put a
block together. Even if they went to college they still ain’t that
smart.
The worse thing that can happen to you is to be pushed
through the system. Why are you promoting me? Just don’t play
with our emotions, because that has been done. They look at you
like if you don’t get it right, then they think, boy upstairs she is
not playing with a full deck. That is why she can’t read! You are
already feeling lousy about yourself, so they add on to it.
Concluding the Analytical Process
In returning to the field-test site for the summative evaluation,
both participants became “recharged” when they heard some ot their
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own comments as well as those made by the participants in the
second group. This was important and indicates that solidarity could
develop between these participants if they were ever to meet.
This is extremely important. Many educational programs may in
fact prevent the oppressed from truly organizing. Adult learners may
need the time and opportunities to organize themselves for change.
It has been said that change comes from the bottom.
Supporting Their Peers: Charity, Kathy and Tippy
In returning to the second group for the summative evaluation,
not nearly as much time was spent to double check to see if they still
felt the same as they did during the program about authoritarian
teachers, respect, labels, sensitivity and support. The reasons why
were discussed at length and in-depth in Chapter IV. What follows
are excerpts from a brief discussion that ensued in the follow-up
meeting:
[Do you think it is important for other people to hear students’
voices?]
Charity: Yes of course, to hear what they said, to read what
they said. It might be that someone else could relate to your
story. There are people out there who feel the same way. They
are just afraid to speak up.
[ When I went back to the other group I shared with them some
of your comments about how some teachers need to change,
support, respect and stop labeling students. My purpose was to
double check with them whether they still agreed with what you
guys and what they had said. Do you still agree?]
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Charity: I have seen a few teachers degrade students like fifth
graders and sixth graders. I mean degrade them badly. I said to
myself wow, that seems like I’m looking right at myself before
when people just yell at children, just for making a mistake— an
honest mistake. Kids are very scared at that age—a young age
like that. I said, I think you should take your student aside
instead of doing it in front of everybody—you are degrading this
child. You are a full grown person. Look at the age difference. If
you are going to yell at a child.
. . I just spoke up.
Kathy: Yelling at a child for making an error in school work is
ridiculous because they are only going to be nervous when you
try it again. They are going to make an error again. If that was
my child I would go right to the teacher. If she had an attitude
with me I’d go to someone higher than her or than I would move
my daughter to another school if it was a big problem. I’m not
going to send my child to somewhere where she doesn’t like.
Tippy: You can’t just keep moving them around, because there
is always going to be someone there who is going to . . .
Kathy: But that is the reason why I dropped out. Are you going
to let your kid drop out or are you going to stick some dough
into their education? I dropped out because I either was going to
punch the teacher out or I was going to get thrown out.
All the participants in the first group, as well as the three
participants who participated in the follow-up session from the
second group fully agreed with the comments they made and the
comments made by their cohorts, as recorded in the critical
dialogues.
Critical Reflections
Change starts from within. As educators, it is important for us at
times to reflect back on our own life circumstances and the
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surrounding social influences on those circumstances, and to later
allow those important critical reflections and self-dialogue to be
shared with others.
It is the same for learners, if not more so. There is a need for
them to be able to express what is on their mind--express
themselves openly, without fear of having their thoughts ridiculed,
even clandestinely by professionals who perceive themselves as
having superior sensibilities. Change doesn’t start by walking into a
class, setting goals, and trying to meet AL/ABE teaching
professionals’ expectations. Critical learning opportunities need to be
created. It is the learning environment which the teacher creates
that really contributes to learner empowerment, not empty rhetoric
about empowerment and participation.
Today I hear AL/ABE professionals offering their opinions about
how important it is for adult learners to become empowered. How
can learners become empowered without conflict and without truly
being able to critique and later to share the power? Aren't they
simply saying they should be more like us?
Most AL/ABE programs emphasize skills training. A few may
also emphasize developing a more positive western self-concept. But
what about the development of critical awareness-an awareness of
critical social issues and theory? Shouldn’t the development of more
of a sense of critical awareness go hand and hand with the western
notion of a positive self-concept? Isn’t that empowerment? I think
the most important thing to come out of this chapter is that the
learners need to “feel’’ that they are truly being respected--empty
rhetoric or “magic words” about respect are not nearly enough.
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Conclusion
In this chapter, I first discussed several important themes that
emerged from the critical dialogues. I then double-checked through
follow-up sessions to see if they were still in agreement with my
findings, and, finally, I offered my own critical reflection upon what I
learned in developing this chapter.
Since an analysis of the content of the critical dialogues was not
the primary purpose of the study, I took the liberty to experiment
and conduct a semi-heuristic/cross-case study approach to analyzing
the content of both sets of critical dialogues.
In this chapter several important concepts emerged from the
content of the critical dialogues and these concepts were analyzed in
conjunction with findings from other studies. Those concepts were
insensitivity, authoritarianism, labels, respect and support. Earlier
schooling experiences that were related to these themes in many
cases were reasons why many adults did not do so well in their
earlier schooling experiences, why they resist participating in
AL/ABE programs, and why so many drop out of these programs
early.
It is very important for adult learners to reflect back on their
life circumstances and the surrounding social influences on those
circumstances. Reflection acts as the “table setter” for all other
interventions intended to help learners to change those attitudes and
behaviors that need to be changed in order to accept learning in
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programs, to accept learning as a lifelong process, and to become
self-directed. The unlearning and change process starts from within.
Practitioners also need to go through an unlearning process
similar to Bottoms Up, through a period of self-reflections.
Practitioners need to be able to empathize and be sensitive to their
learners’ experiences, sensitivities, and sensibilities. There will be
more discussion on the need for practitioners to participate in an
unlearning process in the next and final chapter.
This concludes the study under investigation. The final chapter is
a reflective process and it offers some recommendations based upon
the analysis and my own reflections that relate to Chapters IV, V,
and VI.
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CHAPTER VII
DISCUSSION, CONCLUSION AND RECOMMENDATIONS
Besides responding to the research questions, all the steps
included in the formative and summative evaluation have; 1) led to
an analysis and evaluation of the training design, 2) produced
evidence of the learners progressing towards achieving the Intended
Enabling Outcomes (IEO), and one Unintended Enabling Outcome
(UEO), 3) produced unique and perhaps controversial findings and 4)
led to some very important conclusions and recommendations for the
field of Adult Literacy and Adult Basic Education, (AL/ABE) as well
as for the entire field of education.
In this, the final chapter I offer a summary of what I think is
most significant and deserves special emphasis. What critical insights
did I discover in conducting the analysis, from my own reflections,
self-dialogue and the interrelationship between the analysis and my
reflections that were related;
1) To the evolution of the design
2) To the participants’ experiences
3) To the emergent critical themes
In 1) I am not only interested in summarizing what I learned about
the training design but also my development in the process; in 2) I
am interested in presenting what I learned about the participants’
experiences and how their experiences related to what I learned and
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in 3) I am interested in presenting what I learned about the themes
that emerged and their relationship to what I learned. Since the first
five chapters of this report focused predominantly on 1) and 2) there
will be more of an emphasis in this chapter on 3).
A Brief Summary of the Study
In the Introduction to this report I explained how the Bottoms
Up Program was part of a much larger project I envisioned for the
entire AL/ABE field. Some of the discussion in the previous chapter
and some of the recommendations made in this chapter also relates
to that larger framework-the Alternative Great Equalizer (AGE).
Differences in teacher attitudes and behavior are only beginning to
be brought to the surface as a problem. As in cross cultural
sensitivity, there is also a need for research into the area of
“homeport” sensitivity. I think “homeport” sensitivity is much more
difficult to achieve in this country, as well as in other countries than
cross cultural sensitivity.
But the overall purpose of this study--developing, implementing,
evaluating and refining a training design—allowed groups of adult
learners the space to reflect upon some of their earlier experiences
with schooling and their own internalized oppression caused by those
experiences and other surrounding experiences, to critically reflect
upon the educational system and to participate in critical dialogues
with some of their classmates in an AL/ABE program.
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In order to stay with an AL/ABE program many adult learners
need to be able to accept these programs as a viable place for
learning, otherwise they will dropout. To fulfill the purpose of this
study all the research questions stated on page 7 of the Introduction
section were addressed. In responding to those questions the overall
purpose was achieved. The sources and resources that were used to
obtain the answers included reviews of the relevant literature, three
studies I previously conducted, self-dialogue, pre-testing the design
with colleagues and students, two field-tests and a follow-up session
with each group three to six months later.
A Brief Summary of What I Learned from the Analysis and
My Reflections that Relate to the Evolution of the Design
The findings and the evidence produced, that relate to improving
the readiness program were pretty straight forward and reported on
in Chapter IV. The following critical insights were discovered in
reflecting upon that developmental process:
1) Role of creative imagination and play: The evidence presented
throughout this report provides consistent support for the theory
that “creative imagination and play are important forces of
transformation” (Marcuse, 1989) and for the development of
organized critical educational intervention processes. It was a
combination of systematic planning and “fiddling and diddling” that
produced the final design. The participants in both field-tests were
also involved in a process that allowed them the freedom for creative
imagination and play as part of their own transformational process.
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2) Role of conflict and dialogue: Gramsci said that domination
and liberation are the primary polarities. From that perspective
change is viewed as a process of conflict and imbalance, not from an
equilibrium stance. Imbalance and conflict were introduced to the
participants in two field-tests through critically discussing various
polarized themes. Empowerment was the change in the learners that
I hoped for from imbalance and conflict. The supporting evidence
that was fleshed out during the dialogues and analysis also
encourages the continued use of conflict and dialogue as a means to
bringing about change.
Self-Disclosure
The complexities and intricacies in designing, carrying out,
analyzing and reporting on this project were extremely valuable in
my own development. I enjoyed having the opportunities to practice
and play with specific methodologies that require higher cognitive
skills, including inductive mental processes--all primary reasons why
I returned to graduate school.
I’ve come to appreciate the rigor and the intellect involved in
learning higher cognitive methodologies. On the other hand. I’ve
chosen to view higher cognitive learning as “mere” methodology that
can be learned by almost anyone from the very young to the very
old, rather than packaging and presenting it as something that can
only be learned by a few members of a cognitive elite class.
For me, carrying out this project was a struggle. I remember the
summer of 1989, when my academic advisor suggested to me over
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the phone, "Do the program full-time, Don, you will get a lot out of it.”
Well I probably had a lot more to gain from being a graduate student
than most.
A Brief Summary of What I Learned From the Analysis and My
Reflections That Relate to the Participants’ Experiences
The following critical insights were discovered in reflecting upon
the participants’ experiences in the Bottoms Up Program:
1) The development of persistence is an important criteria for
success in AL/ABE programs. Further investigation into this
phenomenon will help to increase the knowledge base that has
already been established. What programs do to help learners develop
the persistence to stay is very important. Programs can inform
students about motivation, barriers and the importance of the
development of perseverance in a top-down “banking” fashion, but it
is much better if students create and recreate that knowledge
themselves through conversations with their peers.
2) Attention to barriers, especially dispositional barriers, and to
supporting students’ struggle with their earlier schooling
experiences, as well as their academic work, is also very important. I
highly recommend that students be allowed to take part in
discussions of barriers, as well as aspects of persistence. Allowing
learners opportunities to construct knowledge around these topics
and other topics needs to be integrated into a participatory
curriculum.
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3) In addition to making a participatory unlearning process
(Bottoms Up) a component of the AL/ABE curriculum, I recommend
that all AL/ABE programs address the issues of harriers, persistence
and the need for an “unlearning” process for learners.
Self-Disclosure
I think it is important for practitioners to be able to see the
significance and to understand how learners construct knowledge.
The participants in the Bottoms Up Program deconstructed,
constructed and reconstructed knowledge through a series of
reflections, self-dialogues and conversations. I conducted an analysis
of how those conversations were constructed and gave my
interpretation to the meaning of some of those conversations.
Other people would probably have given a different meaning to
those conversations than I did. For example, some of the staff people
at the second site interpreted some of what the participants had to
say as being cynical. Cynicism was another, among many negative
emotion that results from earlier schooling experiences.
But rather than seeing cynicism, I saw a sense of humor being
displayed. But even more important, I saw movement towards
developing a stronger sense of critical awareness in their
complaining that resulted from their own analysis of their own
surrounding issues. It was up to the program to do something
constructive with those complaints.
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iL Brief Summary of Wh at I Learned From the AnnlvsU
—X- Reflections That Re late to the Emergent Critical Them P c
The following critical insights were discovered in reflecting upon
the emergent critical themes:
1) Adult learners want their critical voices heard! This
intervention process serves as an excellent method for recording that
voice and later sharing that voice with other learners and
practitioners in the field. It is difficult to obtain adults’ critical voices
without first developing solidarity and the trust of the learners.
2) All adults can benefit from reflecting on their earlier
schooling experiences and the surrounding circumstances, and that
includes AL/ABE practitioners. Most practitioners need to go through
an unlearning process in order to become more sensitive to their
learner’s class differences. I have chosen to “label” the process of
becoming sensitive to their learners’ differences as “homeport”
sensitivity.
Learners and practitioners need to go through a separate
unlearning/self-transformation process and then come together in
order to see each other as equal partners in the development of a
participatory educational plan, that includes topics that adult
learners can facilitate for practitioners and their own peers.
Even educators who already feel that they respect their learners’
sensitivities and sensibilities and consider themselves as allies to the
learners as well as being their equals need to take part in an
unlearning process. Paulo Freire explains why.
... the fact that certain members of the oppressor class join the
oppressed in their struggle for liberation thus moving from one
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pole of the contradiction to the other. Theirs’ is a fundamental
role, and has been so throughout the history of struggle It
happens however, that as they cease to be exploiters or
indifferent spectators or simply the heirs of exploitation and
move to the side of the exploited they must always bring with
them the mark of their origin: their prejudices and their
deformations, which includes a lack of confidence in the people’s
ability to think, to want, and to know. Accordingly, these
adherents to the people’s cause constantly run the risk of falling
into a type of generosity as malefic as that of the oppressors. The
generosity of the oppressors is nourished by an unjust order,
which must be maintained in order to justify that generosity.
Our converts on the other hand, truly desire to transform the
unjust order; but because of their background they believe that
they must be the executors of the transformation. They talk
about the people, but they do not trust them; and trusting the
people is the indispensable precondition.
. . A real humanist can
be identified more by his trust in the people, which engages him
in their struggle, than by a thousand actions in their favor
without that trust.
Those who authentically commit themselves to the people
must re-examine themselves constantly.
. . Conversion to the
people requires a profound rebirth. (Freire, 1989)
By participating in a similar process as the Bottoms Up Program,
practitioners will be able to:
1. Accept that they were silenced in school as children.
2. Unlearn middle class apathy and other deviant attitudes and
behaviors.
3. Unlearn the blaming-the-student mentality.
4. Change their attitudes toward learners.
5. Change their expectations that learners can succeed by just
setting goals.
6. Develop empathy and start from the learners’ value system.
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7. Focus on changing the negative aspects of program
development.
8. Respect and see themselves as equal partners with adult
learners in order to participate more fully in the planning of
their students’ learning.
Programs need to allow AL/ABE practitioners ample time to reflect
on their own past circumstances and earlier experiences.
Participating in a separate reflection process is another piece in the
Alternative Great Equalizer (AGE) Model. Many educators need to
reflect on these past experiences to become aware or “re-aware” that
they are or were part of an oppressive, elitist and deviant system.
This alternative framework also offers possible solutions to
overcoming the more psychologically ingrained “generosity”
mentality. It is a conceptual framework that programs should
consider integrating into their curriculum. Specifically, the
intervention will help educators develop into true allies with their
learners. Many people from the professional and managerial class,
including adult education “professionals” need to become aware that
they were or are the oppressors. This unlearning/self-transformation
process reinforces the importance of the need for educators to move
towards developing “true” solidarity with their students.
3) It is through participatory adult education programs that
practitioners and learners can be brought together as near equals.
When practitioners and learners come together and see each other as
equals, then they can truly develop a participatory curriculum. Then
learners and practitioners can both become empowered. For true
participatory education (not manipulation) to take place, the
following caveats must, at some point, be addressed:
1. Both the students and the practitioners have to have the same
leverage and power for true participatory education to be
successful. (Demartino, 1994)
2. Practitioners need to play the role of an observer and identify
students who need to participate in an intervention in order to
shed their excess baggage.
3. Most adults need to participate in their own brand of Readiness
Training Program or, in other words, an unlearning process.
4. Both students and practitioners need to take part in separate
and reflective processes in order to later come together as
“near” equals.
5. The ideal state takes a considerable amount of time; in fact, it
has to be a continuous lifelong-unending process.
This can be accomplished by reflecting upon their past experiences
as students and the surrounding circumstances, and as practitioners
through dialogue with their own colleagues. The first step in the
process involves turning inward. “A teacher should feel comfortable
with his or her own background before attempting to delve into that
of others.” (Ferdman, 1990, p. 366) Practitioners need to learn more
about themselves, as well as about the needs and sensitivities of
their students. Being “homeport” sensitive to individuals and
respecting differences in individuals from our own culture is much
more difficult and time consuming to learn, than is cross cultural
sensitivity.
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Self-Disclosure
1) I am very supportive of what the participants in both groups
saw when they reflected back on some of their earlier experiences in
schools and in some AL/ABE programs. Trying to gain real respect is
very difficult to obtain across class lines in this country. Publishing
adult learners’ real critical voices is an important step in
deconstructing class consciousness.
2) My own reflections upon certain critical incidents and my
inquiries have revealed to me numerous faults within the
professional/managerial class movement today. I see this dichotomy
of work as contributing to a further schism between the rich and
poor or the literate and the non-literate. Isn’t the professional just
trying to stay one step up on the proletariat? Is it fear that drives
most people towards professionalism? Does the professionalization
movement equal feudalism?
I see a sense of righteousness and an air of superiority that
prevails in trying to get others to also believe in the system. This
crusading spirit--a sense of spiritual importance. . . I can see more
from the “periphery” than most professionals can see from the
center. Is it really the smarter you are the better you are? Is the
professional/managerial class the enemy of the people?
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Limitations of the Emergent Themes from Chapter VI.
Much in the findings produced by the cross-case analysis
indicates why the participants dropped out of formal schooling.
Although the purpose and the design of this study was not to answer
questions pertaining to why they dropped out of formal schooling,
that data is relevant and important because it emerged as a result of
the discussions that took place during each component. However
more explicit questions designed specifically to examine reasons for
dropping out would probably have achieved more accurate
information pertaining to that type of inquiry.
Implicit in trying to use these findings from the cross-case
analysis to gain support for conducting future Bottoms Up Programs,
is that the validity of the findings would be challenged based on the
grounds that there was a faulty design. Consequently, other
important studies are needed to support any effort for future
funding.
The Need for Further Research
Again I conducted the Bottoms Up Program with two different
groups. I received feedback from both groups on how to improve the
program. After analyzing the dialogues I also discovered several
emergent critical themes. The most significant, important and
interesting themes were:
1. Not respecting students
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2. Labeling students
3. Not supporting students
These above stated critical themes relate to some of the
participants earlier schooling experiences, as well as some
experiences in AL/ABE programs, and helped to answer the
questions, 1) why so many adults resisted their earlier schooling
experiences as children and 2) why so many do not persist with their
studies in adult programs. If adult learners continue to be
disrespected, labeled and not supported by some insensitive
authoritarian adult practitioners, as they were by teachers in their
earlier schooling experiences most of them will not return to adult
programs and many of those that do, will not persist with their
studies nor will they stay very long.
Chapter VI introduced some interesting findings into what
specific earlier schooling experiences contributed to:
1. Why they dropped out of school;
2. Why they did not do so well the first time;
3. Why they resisted schooling;
4. Why they resisted adult education programs;
5. Why they do not persist with their studies.
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Analytical Summary-Areas for Further Research: Modifying Teacher
Attitudes and Behaviors
Some of the earlier schooling experiences of adults as children
and how they processed those experiences are reasons why many do
not return to AL/ABE programs or why they do not stay very long if
they do return. In order to best serve adults it is recommended that
program staff, but especially practitioners need to modify some of
their attitudes and behaviors and develop more of as sense of
“homeport” sensitivity.
Practitioners can learn to modify their teaching behavior by
participating in an “unlearning” process-reflecting on their past
experiences through critical pedagogy with their own colleagues.
Practitioners can learn more about themselves as well as about the
needs and sensitivities of their students. It is extremely important
that practitioners become more sensitive to their learners’ needs, as
well as to their learners’ particular sensitivities and sensibilities.
Hypothesis #1: Practitioners and program staff who refrain from
labeling students, who respect their opinions, respect them as
individuals and fully support their efforts, will better serve their
students, and improve retention rates.
Hypothesis #2: Participating in an unlearning process designed to get
practitioners to modify their attitude and behavior towards learners
who are different in race and class will improve learning and
retention rates.
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What Programs Cnn Do
The findings from the analysis of the data tells me that there are
many things programs can do to reduce student opposition to these
programs. It can be assumed that it is how the program staff treat
the learners and how the programs are designed that can make a
difference.
Hypothesis #3: Programs that treat their students as adults and as
equals will also have improved retention rates.
Practitioners also need to participate in an unlearning process
similar to the Bottoms Up Program. Practitioners need to be able to
empathize with the learners’ experiences, especially in light of some
of their troubling earlier schooling experiences. These hypotheses are
stated as propositions that I believe in, and not necessarily offered as
grand conclusions, but more as areas for further research.
Additional Areas for Further Research
The following recommendations suggest further research into
specific larger issues, that on the surface may appear to be unrelated
to the Bottoms Up Program. These issues are related more to the
Alternative Great Equalizer discussed in Chapter I.
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1) More critical research needs to be conducted into the area of
the psychology of satisfaction--humanism. Why are practitioners
who adhere to the equilibrium paradigm and who perceive of
themselves as having superior sensibilities and a humanistic
perspective, often in fact discriminatory? Is it because they perceive
adult learners as not being self-actualizing enough?
2) A more in-depth historical investigation into the exploitation
of the Protestant work ethic by big business and republicanism is
needed. Does the exploitation of this ethic lead the
professional/managerial class into thinking that they are superior
and/or have greater sensitivities than their students? Can they truly
develop “homeport” sensitivity and respect for AL/ABE learners?
3.) The dichotomy of cognitive skills into lower concrete and
higher abstract thinking needs to be reinvestigated from an
interdisciplinary approach. What kind of negative attitudes does this
labeling foster? Can we think of higher cognitive skills as a mere
methodology that can be learned by all, both young and old alike?
Conclusion
This concludes the study under investigation. In addition to
reporting about the testing of a particular intervention process and
answering the original five research questions from my dissertation
proposal, I have throughout this report also attempted to answer
additional questions that emerged from the writing/thinking process
1 . What did I learn that was related to the evolution of the
training design?
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2. What did I learn that was related to the participants’
experiences during two trial runs?
3. What did I learn that was related to the critical themes that
emerged from the two trial runs?
In trying to respond to the original research questions and the
questions stated above I have also ended up revealing a lot about
myself, that before undertaking this task I would never have
disclosed. These self-disclosures began in the Introduction to this
report, continued in Chapter II in the Circumstantial Insight Grid
(CIG) Developmental Model, the Polarized Themes in Chapter III, the
Critical Themes that emerged from the participants’ dialogues in
Chapter VI, the Conclusion/Chapter VII and in the five articles
located in the Appendix that I wrote while this work was in progress.
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APPENDIX A
DEAR RHONDA: STILL ANGRY AFTER ALL THESE YEARS
Help Me
Rhonda
hi
• • m
In our last issue of Bright
Ideas, S.X. ofSouth Boston
asked the readers of “Help
Me Rhonda ! ” ifwe knew of
any famous or successful
GED graduates. We re-
ceived thefollowing replies:
Dear Still Angry,
Your letter is inspiring
to all of us who are strug-
gling to achieve our goals.
Thank you for telling us
your story.
Dear Rhonda,
Neither famous nor fi-
nancially successful, I re-
ceived my GED in the Navy.
In fact, I was retained in
grade school three times and
did not go to high school, in
addition to an array of other
failures. I currently hold
two undergraduate degrees,
two master’s degrees, and I
am enrolled as a second year
doctoral student. Besides
that, I am a teacher in an
adult literacy program. If
anyone would like to write
to me I might be willing to
share some of my special
secrets. (Students only!)
Signed,
Still Angry
After All These Years
Bright Ideas. ( 1991 )* Boston: Newsletter of the Systems
for Adult Basic Education Support, World Education.
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APPENDIX B
“READING AND WRITING PROFESSIONALS’’ OR “LITERACY
WORKERS’’?
“Reading and Writing
Professionals” or
“Literacy Workers”?
by Don Robishaw
I
n reading through Reflections, the recent A.L.R.I. anthology of materi-
als selected from this newsletter, I was struck by a few questions
pertaining to literacy raised in one particular article written back in 1986,
questions that probably fit best under the umbrella of “the politics of
literacy.” The article was written by Barbara Neumann and was called
“Literacy Work in Nicaragua and the U.S." Ms. Neumann asked several
important questions, but the length of her article did not allow her the
space to answer them.
The issue that most intrigued me was her reference to the “attach-
ment” many educators have to being considered professionals. On the
surface, who can question their desire for recognition? Certainly recogni-
tion can bring many benefits to the field. But in her article, she also
suggested looking deeper into the issue ofprofessionalism and questioned
whether there is a correlation between professionalism and classism. I
agree, and suggest that we should look deeper into the issue by taking a
critical stance and doing a little self-reflection. But first I suggest for those
who are truly interested in the issue to read a classic study that was written
20 years ago but is even more relevant today
—
The Hidden Injuries of
Class, by Richard Sennett and JonathanCobb (New York: Vintage Books,
1973). In their four-year study, Sennett and Cobb interviewed many
working class people from the Boston area. They report that the good
working class people of Boston claimed that “professionalism” contrib-
uted to separating the classes by abilities. “The working class p pie with
whom we talked spoke bitterly about their sense of people not caring for
continued on page 2
All Right Hews. (199^)* Bostons Newsletter
of the Adult Literacy Resource Institute.
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each other, but being interested instead only in their own
development," (p. 270)
Back in the ’50’s, most educators stopped using
biological differences and intelligence as their rationale
for why some individuals succeed and others do not Is
“ability” simply a new substitute? Is this word “ability"
really being used to classify people? According to Sennett
and Cobb, working class people internalize oppression
and the differences (and/or other’s perceptions of the
differences) in their abilities.
This internalization process
causes many people great
pain and suffering. If aver-
age working class people in-
ternalize the differences in
their abilities compared with
those of the professional
class, think abouthow much
more adult learners internal-
ize their perceived differ-
ences in abilities. As indi-
viduals attempt to become
somewhat “upwardly mo-
bile" via education or the
workplace, they are always
remindedoftheir differences
in “abilities.” I call this the
Professional “abilities" are highly respected in the
United States. Working class “abilities” are not When we
talk ofwhat workers do, we more often refer to skills, but
when we discuss professionals, we more often refer to
their “abilities." Are the terms “abilities" and “skills”
almost the same or does one ha’/e more to do with
intelligence?
In Neumann 's article, she also asks, “Is literacy an
individually-realized ‘goal’ or a social ‘process’?’’ In the
United States it can be both. But in order to ease the pain
ofthe “monkey on the back" syndrome, I suggest address-
“monkey on the back” stage Ing individual goals in a group process.
in my own developmental model. This question is particularly meaningful for me. I
recently read Cobb and Sennett’ s study for the first time
and can really identify with its content For me, it is the
most important book I’ve ever read. I have reflected and
written much about my own developmental experiences
and behavioral change process over the past few years. I
took the independent “Marlboro- man” route out of
pov-
erty (and am still on the path) and have experienced
and
still experience the same pain expressed by the
workers
interviewed by Sennett and Cobb, perhaps more so
since
I’ve taken it to the doctorate level. Where I stand
right
now, if I had the choice I wouldn’t do it again
better to
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be part of a group.
Cobb and Sennett’s respondents also talked much
about the issue of dignity and respect and how difficult it
is to get dignity and respect in this country outside ofone’
s
own community. In discussing another book, Sennett and
Cobb say that “Richard Hoggart’s The Uses ofLiteracy is
a beautiful evocationofthe feeling among laborers that we
are unfree, but dignified in our oppression because we
have each other.” (p. 29) So I’d also recommend that
literacy workers take a social process approach, even with
learn . individual goals.
Another question, among the many in Neumann’s
article, was “Is illiteracy an
individual or structural prob-
lem?” As important as the
technology ofliteracy and pro-
gram and staff development
areto helping individuals, that
importance will deteriorate
withoutmore structural analy-
sis. Many of the social prob-
lems in our country today are
rooted in social structures and
cannot be solved simply
through the development of
good morals and self-disci-
pline. How much longer are
we supposed to believe that
good morals and self-disci-
pline are the answers? There
is nothing wrong with having
good morals and self-discipline, but the causes ofpoverty
are complex and the real solutions are difficult to find and
almost impossible to implement More structural analysis
is necessary to find solutions to the problems ofbringing
about needed changes in this country. The subjects of this
structural analysis include education and class reproduc-
tion, professionalism, racism, and patriarchy. Mostpeople,
when the subject is painful, look away. I’m asking literacy
workers to have the courage to take the more critical
stance and not to look away.
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Historically, many good working class people In the
United States died trying to bring about changes through
the creation of labor unions. Literacy workers in many
countries are among the first to be killed when trying to
bring about changes to help working class people and
people in poverty.
I am an educator and I believe that there are educa-
tional solutions. Literacy workers, regardless of class,
may have more in common with working class people
than I first suspected. And a common ground is necessary
for success. Do we want to bring ourselves closer to the
learners or to further distance ourselves?******
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APPENDIX C
DIVERSITY OR CONFORMITY?
Diversity or Conformity?
by Don Robishaw
S ince the early
mass arrival of immigrants to the United S tates, there
have been individuals who have spoken out against intolerance and
about the r\t^\ to integrate newcomers into the American way of life and
work. Calls for respect for differences and diversity are not new, but
neither is hypocrisy concerning this issue. At the turn ofthe century, John
Dewey warned about the gap that existed between what was being
preached and what was in fact the reality. As he saw it, ‘people were
beginning to repeat the rhetoric of democratic values while living in
contradiction of them in their daily work life.
1 This essay offers a
perspective on this particular phenomenon that still plagues us today. It
takes a look at how some Americans came to expect conformity at home,
in school and in the workplace, and how sometimes even the smallest of
differences in people are not respected.
One stimulus for writing this essay was a visit I made a few months
ago to the Lowell National Historical Park. The literature about the park
explained that one reason the old factories and mills came to prefer
employing people from newly-amved ethnic groups was that those
All Right News. (199^)* Boston: Newsletter
of the Adult Literacy Resource Institute.
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particular workers rarely complained (at least until they
got organized). So. in fact, it was the conformity of the
mostly girls and women that was appreciated, not any
respect for difference or diversity. A second stimulus was
a special section of the Boston Globe, entitled “Working
Together: Exploring Diversity in the Workplace,” pub-
lished on March 7, 1994. A couple of the dozen or so
articles recognized that, despite all the talk of welcoming
differences and diversity, many employers today still
appreciate conformity.
Although there were many important positive charac-
teristics to come out of the old Protestant Work Ethic
(persistence being the one that our students could most
benefit from), in some cases this ethic served to perpetuate
intolerance for differences, for with these differences
came conflict. Conflict was to be avoided, and conformity
was to be rewarded. Many children who grew up in this
environment were reared into conformity, and challenges
to conformity were often seen as deviant As children
moved on to school, they encountered their teachers
expectations of conformity. Teachers controlled their
classrooms in an authoritarian manner. (Control was also
a primary ingredient of the ProtestantWork Ethic.) These
students expected the teachers to be in control and the
teachers expected students to respect authority.
Today complaints abound of American students who
are often considered too docile, compliant, and lacking the
initiative needed in today’s workforce. Some ofthose who
did have initiative used it to remain unengaged or as a
strategy for survival, rather than to pursue any kind of
democratic reform. Those students who really did chal-
lenge authority or attempted to critique and criticize the
system were often labeled as having behavioral problems,
character flaws, or learning disabilities simply because
they acted as individuals. The non-conformists werepushed
out. There was little tolerance for even the “smallest of
differences” at home, at school, or in the workplace,
despite the contention by some that “the goal of education
is the development of the individual s personality,
even i
such development conflicts with the integration into soci-
ety. This model of education is a reaction against
a
repressive community with a low tolerance for small
differences.”2
Adults entering the workforce were expected to
con-
form to new authoritarian relationships. Scientific
man-
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agement and technology were used to maintain authority
in the workplace. These were the tools of authoritarian
regimes, used to control workers, keep wages low, and
push out the non-conformist. Fortunately, labor organiza-
tions became powerful enough to challenge these forces.
Today, the rhetoric of respecting differences and
diversity is widely expressed. But it is a lot easier to talk
of respecting diversity from a distance than it is to make
room for even the smallest of differences in some work-
places. Conformity or “the fit,” as it is often referred to, is
still the expectation.
Historically, many people from linguistic and cultural
minorities came to realize the importance of “fitting in” to
mainstream culture and the workplace. These individuals
developed strategies for getting and keeping jobs. They
were not fooled by the pluralistic rhetoric of respect for
difference and diversity. They discovered early on what
was expected of them in order to be successful in this
country.
Many African Americans report that they operate
from two perspectives:
Many times itbecomes critical that African Ameri-
cans hold and utilize two world views—African
American and European American. At that mo-
ment, African Americans must be able to accu-
rately, in computer terms, switch windows. That
is having two documents to form yet a new
document Or it may be that it is only the accep-
tance that the two pieces of information coexist
LENS (Learning Everyday Negotiating Strate-
gies) allows us to adjust the tension or contradic-
tions between the two visions. To the degree that
one lives in an overtly and covertly racist and
oppressive system, most African Americans will
have developed LENS . 3
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Their intelligence and awareness of what it took to “fit” is
what usually allowed them to integrate at work and be-
come successful, not some new-founded respect for dif-
ference and diversity on the part of the dominant culture.
Some, of course, would like to act differently and to
contribute to making changes, butmost learn quickly what
it takes to get along and to keep a job. So, in fact, they end
up “playing the game.” There is also a small group of
people who know what it takes to “play the game” but who
have difficulty playing because of their “small differ-
ences.” No matterhow hard these individuals study for the
“conformity test,” certain others in an organization will
pick up on their small differences and act mean-spiritedly
or vindictively. These small differences can range from
things like dress, linguistic style, and mannerisms to sense
of humor, favorite TV shows, and perspective on various
issues.
Dewey describes the “spirit of conformity” this way:
But this same spirit is found wherever one group
has interests “of its own” which shut it out from
full interaction with other groups, so that its
prevailing purpose is the protection of what it has
got instead ofreorganization and progress through
wider relationships. It marks nations in their iso-
lation from one another; families which seclude
their domestic concerns as if they had no connec-
tion with a larger life; schools which separated
from the interest of home and community; the
divisions of rich and poor; learner and unlearned.
The essential point is that isolation makes for
rigidity and formal institutionalizing of life, for
static and selfish ideals within the group.
4
It is the actions as well as the inactions of these people that
cause others to jump through so many hoops in order to
stay. And it is also their inability to truly examine their
own values.
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There are many workers today who understand the
need for more dialogue. Class and racial barriers need to
be overcome and individual representatives from various
groups need to participate in mutual criticism. Some ofthe
talk about respecting differences and diversity seems to be
backfiring. (We hear a lot about “political correctness,”
with many Americans making jokes about it) Actually,
increasing real respect for difference and diversity with-
out conflict is impossible. There has always been conflict
in the workplace. Major social change in this country has
come about because of conflict in the workplace, as in the
Lowell factories and mills. Many individuals from work-
ing class environments came to respect differences through
conflict—especially in labor-intensive workplaces that
allowed the workers free communication on the job.
(Often the mills developed means to work against this,
such as by putting workers who spoke different languages
next to each other.)
All workplaces in the United States need conflict and
criticism in order to change. Schools also cannot continue
to suppress conflict. People who think they are helping
may actually be doing more harm than good. The most
critically sophisticated and reflective adults cannot escape
their own autobiographies. Only with a great deal of effort
and a lot of assistance from others can we become av* *e
of how what we think of as our own wholly altruistic
impulses, free from any bias of race, gender or class, can
actually end up reinforcing repressive structures.” It is
time for workers to stop conforming, to stop
avoiding
conflict. It is time for those in control to reconsider
how
they “do business.”
If this country is to be saved, people need to be set
tree
in the workplace. There is a great need for a
welding
together of different ideas from different
individuals
through criticism, conflict, and risk-taking.
However, the method of learning from conflict
presupposes that the status and prestige of parties
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to the conflict are equalized, and it presupposes,
too, that some people are available to encourage
communication between the partisans. It also
presupposes that conflicting feelings and partisan
attitudes be respected and that such differences be
recognized as part of the materials to be utilized
and reconstructed within the processes of con-
joint learning, and that part of the outcome of the
dialogues is a commonly accepted commitment
by all parties to deal with each other in mutually
respectful ways, as members of a human commu-
nity. Wielders ofeducational authority must learn
to support others as they learn to build community
out of conflict In other words, educators must
seek to use the conflicts of value and interest that
arise openly and responsibly, and in a way that is
educative both for themselves and for others.6
The idea that conformity is a priority in the workplace
and differences have to be avoided has to come to an end
People who are seriously interested in change need to
acknowledge what is happening in their own workplaces,
reflea on who they are, and make real efforts at change.
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APPENDIX D
THE CASE FOR PRE-GOAL SETTING
The Case for Pre-Goal Setting
G oal setting is a linear, future-oriented, individualistic, Western
phenomenon which is not always
transferable to English as a Second
Language (ESL) learners from non-
Westem cultures and other domestic
cultural contexts.
Yet many educators in our field
propose goal setting as the panacea to
all learners' problems. Goal setting as an
activity has been used in programs for a
long time yet retention rates are still
low. In this paper I propose a "pre-goal-
setting" strategy as a panacea to some of
the ills that goal setting activities do not
address.
GOAL SETTING AS A
MIDDLE CLASS PHENOMENON
I spent a number of years working
overseas as an educator and also work-
ing as an educator with rural
immigrants, refugees and Adult Lit-
eracy/Adult Basic Education (AL/ ABE)
learners in the United States.
I was bom in a housing project, spent
most of my life in the United States
living in the inner dty and avoided
schooling as much as possible up to the
age of sixteen. Based on those growing
experiences" (not negative experiences,
as so often perceived and referred to by
some adult education professionals)
and
from that perspective, I view goal
setting as an strategy for motivating
learning that is embedded with middle
class values.
On its own, goal setting may not
work well with many ESL learners who
are economically disadvantaged, nor
with individuals who grew up in an
environment where it was not part of
their value system. Goal setting is often
taken out of context and transferred to
individuals who may never have seen
any concrete rewards for their own
individual efforts or the efforts of
groups to which they belong.
As a Western, middle<lass activity, it
works in that context primarily because
there are numerous visible rewards.
When people without positive role
models, mentors or solidarity in a group
(gang) do set goals, it is easier for them
to "fall short" than to follow through
with the necessary steps needed to
achieve them.
"Success" in Adult Literacy /Adult
Basic Education (AL/ ABE) doesn t
necessarily start with adults walking
into a program and setting goals. Nor
does it start with teachers expecting
adult learners to be able to immediately
be successful at using goal-setting.
Teachers should not assume that
people with very different life experi-
ences will proceed through classes
as
they themselves probably
proceeded
and succeeded through schooling
and
life.
Adventures in Assessment . (199*0- Boston: Newsletter of the
Systems for Adult Education Support, World Education.
I agree that goal
setting as a
strategy can help
some learners take
control of their
own learning and
become motivated.
But "pre-goal-
setting" strategies
must be designed
and implemented
to better help
adults develop
confidence in their
own ability to use
goal setting as a
strategy for
learning.
A CASE FOR "PRE-GOAL-SETTING"
AS PART OF A SELF-DIRECTED
LEARNING STRATEGY
Adults in their everyday lives are
motivated to leam many things. Some
day it will become necessary for them to
leam on their own in class. Learning on
their own is important because many
learners fear they cannot leam without
the aid of a teacher or, even worse, that
they can not leam at all. They must
overcome this anxiety and develop self-
confidence. Responsible adults need to
take control of their own learning.
At the Read/Write/Now Program in
Springfield Janet Kelly uses goal-setting
as a small group learning strategy for
learners with similar goals, such as
obtaining a driver's license. These goals
are identified from the student7s goals
list.
I agree that goal setting as a strategy
can help some learners take control of
their own learning and become moti-
vated. But "pre-goal-setting" strategies
must be designed and implemented to
better help adults develop confidence in
their own ability to use goal setting as a
strategy for learning. (It is important to
remember that these are strategies rather
than activities, because the teachers
must continue to pay close attention to
the learners' important emotional and
psychological processes as well as
intellectual processes.)
Many learners need to participate in
a "process" in order to find goal setting
acceptable. Later I will recommend a
strategy that may increase the chances of
goal setting being more effective. But
first it is important to understand that
goal setting, as a strategy, is just a small
step in one part of a whole Adult Educa-
372
tion philosophy which is self-directed
learning.
Self-directed learning can be divided
into external and internal processes.
Malcolm Knowles is perhaps best
known for his understanding of the
external processes:
...a process in which individuals take
the initiative, with or without the help of
others, in diagnosing their learning needs,
formulating learning goals, identifying
human and material resources for learning,
choosing and implementing appropriate
learning strategies, and evaluating learning
outcomes. (Knowles, M. 1975, p. 18).
The criteria assume that a learner
need only have the ability to leam on
his/her own and to manage instruc-
tional activities. Educators who try to
instill these skills in their learners may
be assuming that the learners are aware
and consciously prepared to accept
them.
Another piece has often been either
neglected or assumed in AL/ABE. This
other side involves the internal changes
needed to become, as Brookfield would
point out, fully self-directed.
...self-directed learning is concerned
much more with an internal change of
consciousness than with the external man-
agement of instructional events. This
consciousness involves an appreciation of
the contextuality of knowledge and an
awareness of the culturally constructed form
of value frameworks, belief systems and
moral codes that influence behavior and the
creation of social structures. (Brookfield, S.,
1985, p. 15)
Adult learners need to reflect on their
past life history and to sort through their
experiences in order to see beyond their
own formal schooling experiences in
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order to better develop, persist and
continue with learning.
Some adult learners need to channel
their former resistance to schooling into
the persistence needed to become self-
directed learners. A strategy might be to
allow learners to reflect on how formal
schooling made it more difficult for
them as youths to accept the dominant
cultural value system because of their
lack of dominant "cultural capital"
(assets) that their more well-off school-
mates had developed prior to beginning
school. Rather than ameliorating this
problem, schools did much to perpetu-
ate the differences. Many learners
resisted the dominant value system
advocated by the schools.
After developing persistence they
may then be able to make the behavioral
changes necessary to accept goal setting
strategies and even more important,
self-directed learning. Learners need to
discover alternatives through a "dialogi-
cal process" with their peers.
ACTIVITIES VS. STRATEGIES
This is one strategy in addition to
other strategies mentioned in Group Goal
Setting Activities: An Approach from Youth
Services Corps, an article that appeared in
the previous edition of Adventures in
Assessment. The Youth Services Corps
first suggested "activity" is a participa-
tory grouP process that allows learners
opportunities to self-reflect and to share
their experiences through a dialogical
pedagogy that respects learners as
having valuable prior life experiences.
Their first suggested "activity
7
' is called
"Thinking about Learning".
Their process begins with participa-
tion. I know little about the organization
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nor their retention rates. Although their
"activities" may not be designed exclu-
sively to prevent dropouts, I am curious
to know if these suggested "activities" at
all contribute to reducing their drop out
rates.
My only problem is they refer to
what they do as activities rather than
strategies. There is a difference between
goals, which should be addressed
through a strategy and competencies,
such as found on some reading skills
and life skills checklists, which should
be addressed through activities. (See
Janet Kelly's article in the first issue of
Adventures in Assessment.) Maybe this
is only a semantics issue, but I hope in
the future that they choose to call the
wonderful things they do strategies
rather than activities. Activities are fine
for addressing competencies but it is
better to choose strategies to address
goals.
Some adult
learners need to
channel their
former resistance
to schooling into
the persistence
needed to become
self-directed
learners.
BEGINNING WITH
THE INTERNAL PIECE
I also suggest a small group dialogi-
cal strategy to allow learners the
opportunity to self-reflect and to share
their reflections and experiences with
their own cohorts. Dialogical pedagogy
is participatory and respects the learners
as adults with numerous valuable life
experiences or, as Shor points out: "A
participatory class begins with participa-
tion. A critical and empowering class
begins by examining its subject matter
from the students point of view and by
helping students see themselves as
knowledgeable people (Shor, I., 1992, p.
37). The facilitator creates an environ-
ment that respects the learners and
allows the learners the freedom and
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opportunity to grow and develop.
But what is often neglected by facili-
tators who use a dialogical pedagogy
with AL/ABE learners is the need to
first set and establish the ideal condi-
tions for discourse before entering into a
group discussion.
Another important aspect often
neglected is the need for solidarity
building between the participants and
the facilitator. At the Read/Write/Now
program,
"It is all part of the activities early in the
class cycle. We usually have a group lesson/
discussion on goal setting. We have also
used readings from learners-written publica-
tions or oral histories which touch on
educational experiences and life experiences
that many learners can identify with as a
starting place for analysis and discussion
about where we have been, where we want to
go, and how we can get there" (Kelly, I
1991, P. 24).
Janet does a lot more at the Read/
Write/Now Program in this area than
most programs and I applaud her work
and the same goes for the Youth Service
Corps Program in Philadelphia.
Yet when it comes to developing
solidarity it is very important that the
facilitator has had similar life experi-
ences and experiences with formal
schooling as the learners. I can read,
study and talk to a lot of people about
breast cancer, battered women, alcohol-
ism... but that doesn't qualify me to
facilitate a discussion group made up of
these victims. It is no different with
Adult Literacy and Adult Basic Educa-
tion learners.
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CONCLUSION
Adult learners can benefit from
programs which center on pedagogy
that focuses on participation, dialogue,
and self-reflection prior to engaging in
goal-setting strategies or other aspects of
external self-directed learning. In addi-
tion to increasing the chances that goal
setting will work, the process will also
help empower both learners and facilita-
tors. Self-reflection is an important piece
in Adult Education and teachers will
also learn much about themselves and
their practice through self-reflection.
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APPENDIX E
WORK IN PROGRESS/BOTTOMS UP: AN ALTERNATIVE SELF-
DIRECTED READINESS PROGRAM
Work in
Progress
Bottoms Up: An Alternative
Self-Directed Readiness Program
I
n the fall 1993 issue of Adventures in
Assessment, Vol. 5. 1 discussed the
need for pre-goal setting strategies.
. .
.
goal setting as a strategy can help
some learners take control of their own
learning and become motivated. But pre-goal
setting strategies must be designed and
implemented to better help adults develop
confidence in their cnvn ability to use goal
setting as a strategy for learning.
I also offered one group approach tnat
could possibly increase the chances of
goal setting being more effective and
meaningful in Adult Literacy/ Adult
Basic Education (AL/ ABE).
Unfortunately there are some adult
learners who have had little experience
in directing their own learning, thus may
have problems with the group investiga-
tions I suggested, especially in light of
the practitioner's need to give up control
and ask the students to direct or manage
their own learning.
Since writing that article I have devel-
oped and field-tested a similar, yet more
complex approach. The purpose of this
article is to share some of the critical
dialogue of the students who partici-
pated in a pilot study that took place in
May and Iune of 1994. They participated
in a 14 hour training program called
"Bottoms Up": An Alternative Self-
Directed Readiness Training Program.
It's goal is not only to increase the
chances of goal setting being more
effective, but also to help prepare stu-
Adventures in AssesarEnt. (199^). Boston:
dents for self-directed learning strategies
and participatory education practices
inherent income adult educatiop pro
grams.
WHY I MVUOMB lOTTOM# IM*~
I developed the "Bottoms Up" pro-
gram to help students move closer to
self-directed learning as one leg of a
much larger framework. I focused my
efforts on the process that relates to just
the learners and not the practitioners.
That full model,— AGE (the Alterna-
tive Great Equalizer)— attempts to
bring students and practitioners together
as equals. For true participatory educa-
tion (not manipulation) to take place, the
following caveats must, at some point,
be addressed:
1. Both the students and the practitio-
ner® have to the ®ame leverage
and power for true participatory
education to be successful
(Demartino, A.M., 1994)
Z Practitioners need to play the role of
an observer and identify students who
need to participate in an intervention
in order to shed their excess baggage.
3. Most adult educators need to partici-
pate in their own brand of Readiness
Training Program or in other words,
an unlearning process.
4. Both students and practitioners need
to first take part in a separate reflec-
tive processes in order to later <;ome
together as "near" equals.
Newsletter of SABES, World Education.
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5. This "ideal state" takes a considerable
amount of time, in fact it has to be a
continuous lifelong - unending pro-
cess.
In this article I am presenting several
student produced critical dialogues from
the initial field-test of the first 'Teg" of
the AGE model - "Bottoms Up." In two
previous articles in the All Right News,
January, 1994, "Reading and Writing
Professionals or Literacy Workers" and
May, 1994, "Diversity or Conformity," I
suggest possible topics for practitioners
who participate in an alternative un-
learning process, the second leg. Person-
ally I would love to see some of my
colleagues who responded in the last
issue. Responding to the Dream Conference,
to work on developing a curriculum for
the second leg of the AGE model.
TIM ALTVRMAT1VI ASSUSMINT
COMMICTtOM
Another incentive for developing
"Bottoms Up" comes by way of all the
progressive programs and practitioners
who are developing exciting and innova-
tive self-directed learning tools and
methods used to assist students in
learning how to manage their own
learning. Why, we even have a journal
devoted to a single aspect of external
self-directed learning - Adventures in
Assessment. There is a lot of potential for
these innovations that help students:
1. Diagnose their own learning needs,
Z Develop and set goals,
3. Identify resources for learning,
4. Choose learning strategies,
5. Assess their own learning, and
6. Assist practitioners and learners in
designing and evaluating
379
adult participatory education pro-
grams.
"Bottoms Up" first deals with the
internal side of self-direction
(Robishaw, D.L., 1993), prior to adults
learning to manage their own learn-
ing. It later guides and connects the
learners to these new participatory
education practices or alternative
tools.
"Bottoms Up" may just be that "miss-
ing link" that brings all the other mosaic
fragments into focus. It helps learners
develop a more positive self-concept
through
• unlearning the shame issue of return-
ing to school as an adult;
• unlearning the 'blaming themselves'
mentality;
• recognizing and giving themselves
enough credit for overcoming barriers;
• developing the self-confidence needed
to feel capable of doing academic
work on their own or in a group, thus
being able to manage their own
learning and connecting; and
• making clearer the purposes of these
alternative tools, strategies and meth-
ods, as well as preparing them for
participatory education programs.
Specifically, some students need help
developing self-motivation for learning
and then channeling that motivation into
the persistence needed to becoming self-
directed. After students begin the critical
reflection process inherent in "Bottoms
Up", they will gradually gain the self-
motivation and confidence needed to
become the more complete form of self-
directed learner, which includes lifelong
learning.
Both the
students and the
practitioners have
to have the same
leverage and
power for true
participatory
education to be
successful.
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Students participating in ''Bottoms
Up" will have the space to deconstruct
their internal oppression and past
experiences with schooling, to critically
reflect upon the educational system and
other issues and to participate in a
dialogue with their cohorts. This self-
directed readiness program offers the
students opportunities to pursue the
knowledge needed to overcome the
above mentioned dispositional (internal)
barriers that may interfere with meeting
his or her needs, goals and interests in
future programs or educational projects.
After participating in the program
students may then be able to make the
appropriate attitudinal find behavioral
changes necessary in order to accept
learning in programs as a viable option.
TNI DCV1LOPM1MT NOCIII
The development of the program itself
has been a five-year process. I had
previously conducted inquiries into
resistance, persistence and the situ-
ational, institutional and dispositional
barriers adults faced when returning to
schooL I eventually narrowed that focus
to specifically look at dispositional
barriers. I combined what I learned
through a brief review of the literature,
directly through research projects con-
ducted with students, and from my own
self-reflections and the creation of a
staged developmental model based on
my own growth experiences, including
taking part in all the activities that came
with the turf, including dropping out of
school (twice). An elaborate evaluation
plan was also designed and conducted
throughout the entire development
process, but is not included in this
article.
TMI KOOIAM
There has been one trial run of '"Bot-
toms Up" thus far, with two partici-
pants, one male and one female. The
participants spent about 14 hours in
seven workshops. In each workshop we
examined two different, yet related
issues in AL/ABE. In each of the seven
components, the students were first
asked to share with each other and the
facilitator their opinions, perspectives
and personal experiences on these
issues. I served as the facilitator and
began the process by presenting the
topics for discussion with a brief state-
ment, followed up by several discussion
and probing questions. Later different
opinions and perspectives were added to
the discussion in the form of
• Fictitious case studies and role plays
(dyads)
• Brainstorms
• Games
• Other activities
To make each separate workshop a
success and more valuable the partici-
pants were encouraged to talk about
their personal experiences, perspectives,
opinions and values, as they related to
the topics. Participants were also encour-
aged to go beyond their initial position
by comparing, contrasting and weighing
other positions or views carefully
against their own.
OYAOf/CRITICAL DLALOOUU
The first goal was to get the partici-
pants' perspectives, then to introduce
outside perspectives through the dyads
(see Figures 1 and 2) and then to continue
the discussion process from there. The
dyad and the following critical dialogue.
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Resistance and persistence in schools, make
up one component.
All the critical dialogues in this article
were extracted from the 14 hours of
taped discussions that took place in May
and June of 1994 at an adult education
program located in Massachusetts. The
names of the participants and their
respective program have been changed
to protect their anonymity.
Karla is about 30 years old with three
children. She had been enrolled in a
couple of other adult schools prior to
enrolling in her current program. She
did not complete formal schooling.
Sam is about 25 years old and single.
He had been enrolled in this program for
six months prior to joining "Bottoms
Up". Sam did complete high school.
The boxed examples on the next two
pages are two fictitious case studies
(dyad) used in the third component -
Resistance and Persistence in Schools.
CRITICAL DIALOOUIS
COMPOMIKT 3 - RISISTAMCI AND
MRMSTINCI IN SCHOOLS
[Do some students resist schooling? Hau)?]
Karla: Yes, they do. By not showing up.
Sometimes when you do show up you
get a little panicky, you get a little
scared. There are some kids who tend to
follow their parents. Like if their parents
worked on a farm and that is what the
father is looking for in the boys... and
the son doesn't want to, he wants to
become a lawyer or a doctor or just
wants to be nobody. Sometimes when
you try to make your son take over your
business or be something you was they
end up on the streets and homeless
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sometimes. I've seen it happen.
Sometimes they [teachers] force it,
sometimes you have a teacher who
won't say it out loud but that [soft voice]
John belongs over here or Jane belongs
over here. By color. John should be the
machine operator or Joe should be in
wood [shop] because some black people
should be contractors - because that is all
they deserve. He doesn't belong here
because they have structured classes for
lawyers, doctors, teachers .
. Sometimes
the teacher offers scholarships to the
kids. Sometimes they think that this
white student, Jane deserves it, [soft
voice] "lane, take this home to mother
and father and don't tell nobody." They
do that. They do, it happens.
[Any other examples ?]
Sam: Someone who goes in and is a
clown or something probably. Kids do a
lot of things to get the class laughing or
something.
Not coming in, pretending to be sick,
by getting into fights, by being bullies,
taking money for lunch. Skipping class
and being in the hallways walking
around.
They have cliques. My sister use to go
to school but she had to be there early to
see her clique. Some people don't go to
class they just hang out
Karla: On my way to school today I saw
a young lady coming from one of the
schools. She had on a dress tighter than
my finger. You could see her figure in it.
High heels - like they had been "pulling
tricks''. They are presenting themselves
as if you can approach me, here I am. No
female should be allowed to come to
school now a days - 1994 - dressed that
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PIOUM 1
I. JOHN DOI ON GETTING ANGRY OR 'IT WASN'T LEARNING THAT I DIDN'T
LIKE; IT WAS SCHOOLING'
Vocabulary: 1
. 8064 / 2. Capable 3. Authority 4. Identify 5. Role
Question: John
,
worm you a resistor or a robot In school?
Was I really such a troublemaker as a kid? Did I really have behavioral problems like
they used to tell me? Why, for a while there they even thought I had a kind of learning
problem.
Sure I acted up a little, but I still liked to learn new stuff. Even outside of school I liked
to learn new things. You know, play with the bugs and birds and other creatures. I liked to
Uorn • still do in fact. I was even capable of the academic stuff too. Why didn't I stay?
Was it my fault? There I go blaming myself again . It wasn't my fault. They did a pretty
good job of 'locking me out' .
I didn't like school and told the teachers I didn't like school. Why didn't they change
the place if 75% of us didn't like it and left? Sure I resisted the school system and author-
ity. They were the authority and were not going to listen to me or the other kids.
We got no respect. Oh they respected the kids who came in by bus, but not us. Why
should I try so hard to be like them if they didn't respect me. The guys in the 'projects'
respected me cause I could fight pretty good. They respected me because I told the
teachers that school *&##Q. So sure I resisted schooling. Nobody in my neighborhood
was going anywhere even if they finished school. It didn't make any difference to anybody
if you stayed, and it didn't make any difference if you left. Maybe if it did make a differ-
ence to someone, but it didn't. So now I've got this " monkey on my bock* because I left
early, but what can I do about it now?
I can tell you what was wrong with school then and I can tell you what is wrong with
school now - no respect . We got no respect! Kids need to be respected once in a while
too. If they don't get respect in school they will find someplace else to get respect. If I was
a resister. I wasn't the only one.
Quosrtontt
1 . Was John a resister? What in the story says that he was a resister?
Can anyone identify with John?
2. What caused him to resist?
3. John talks about a 'monkey on his bock'. What is it? What can he do about it?
4. Are there other roles that the school system tries to force people to accept because of who
they are? Examples Sex, class, race ....
5. What are some of the good points that a resister has? Can these good points be directed
into something positive as an adult learner? What are some of the bad points about being a
resister?
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FIOUM a
II. TONYA SMITH ON DEVELOPING PERSISTENCE: SURE THERE ARE ALWAYS
SETBACKS BEFORE SUCCESS
Vocabulary: 1 . Possessed 2. Actually 3. Succeed 4. Environment 5. Support 6. Setback. 7.
Stubborn 8. Effort 9. Invented
Question: Tonya, were you a persister in school?
Was I really a persister in school? Yes, I had to be. My parents, teachers, coaches and
classmates would not let me be qnything else. For awhile I was so possessed with doing well in
school it actually made me become sick. I would do anything to succeed.
My friends in school were so much like me too. The teachers, my parents and my friends
always expecting me to do well. They were all just like me. But I liked it.
I liked school. The environment was great. There was always so much support for my special
projects. Learning at a young age just ‘'grabbed me" by the pants and wouldn't let go.
Oh I wasn't perfect. There were always setbacks before success came. But I was very
stubborn . I wouldn't be defeated . I learned from my father early on about Tom Edison. He
invented the first light bulb. He invented many other things too. He made more mistakes in life
than anybody. But he persisted . Why he once made 9,999 mistakes in a row. He kept " getting
up off the ice" . Finally, on the 10,000th try his little talking machine said the words, "Mary had
a little lamb." If there is one word that means more to me than anything it is persistence .
You have to know, that when I went to school most women were being raised to stay home
and become good housewives. Well that wasn't for me. Much later I did all that stuff but that
was not on my mind as a kid in school. I knew, if I persisted and worked hard that I would be
rewarded for my efforts. It is OK to stumble and "fall down' and make mistakes, but you have
to keep 'getting up off the ice". There is a big world out there and you have to 'unlock the
door". Nobody is going to help you 'open the door'. I didn't have any extra tutoring like some
of my classmates. Oh yes, I did it all on my own and I did it my wayl
Schools offer equal opportunities for all. I believe that the averoge person can fulfill most
goals. Anybody can do what I did, as long as they develop persistence and work hard. I knew
that. My parents knew that too. Everybody knew that. Some people persisted and others wasted
their time. Yes I was a persister, now I am a full professor.
Questions:
1 . Was Tonya a persister? What in the story points out that she was a persister?
2. What caused her to persist?
3. Why did Tonya like school?
4. What did Tonya mean when she said, 'learning grabbed me'.
5. What are some of the good points that a persister has? Can these be directed into something
positive for adult learners? What are some of the bads points of being a persister?
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way. If you allow them to do that, they
are going to get away with anything and
they are going to feel like they can.
When they start they are going to start to
rebel, like they are doing "anyways".
[What cause some students to resist school-
ing?]
Karla: I've been there. There were two
monkeys on my back. I'll say three. One
in school - teachers, coming home and
classmates. There was no teacher sup-
port, student support and family sup-
port. You have got to find that support
somewhere.
Sam: Making fun of you. My father used
to make fun of me when I was a kid.
"Rank" on me and stuff. My brothers
would "rank" on me.
[What about the ones who persist?]
Karla: When you find out that your child
likes school and they are sticking to it
and learning is interesting to them and
they keep going you have no problems.
It is not hard to steer your child in the
right direction either. They are mainly
steering themselves. You have already
put the work into it. You have done your
job.
[What are some examples?]
Sam: Steve . He wore glasses
and the whole... a "nerd". An (A) stu-
dent, triple (A) student, whatever you
want to call it. Everything comes easy for
him. He just wants to study. He doesn't
have a girl, doesn't want a girl. But he is
really smart Comes in early, wants more
homework, likes everybody, a nice guy.
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with a neat little tie. Participates more
like in chess and different kinds of clubs.
[What causes them to persist?]
Sam: If they like school they have fun. If
you don't like it or have a bad time you
are not going to have a very good time.
They get picked on. [But when they
become adults...] you want to be them;
they get the money.
Karla: Parents. They were persistent in
making sure that she... helping her to
reach her goals. The student also, her
classmates, her teachers. It has got to be
everybody.
Sam: A happy childhood. Her mother
and father treated her She liked
learning, she liked school
[What are some characteristics of a
persister?]
Karla: On time for class.
Sam: Don't let things bug 'em.
Karla: Get there homework done, ask for
more work, address problems in schools,
be more open and persistent.
[Are there any bad characteristics of a
persister?]
Karla: Yes there are! Sometimes a stu-
dent who is a persister or perfect tends
to get on your damn nerves. Sometimes
they start trouble. Yes they do. Some-
times their head gets real big - chip on
the shoulder - and your head is up in the
air.
Sam: Arrogant!
Karla: Better than anybody and they
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realize it. Some kids they are very mean
and nasty.
Sam: Some kids take care of them real
quick, trip them or put gum on their
seats or put something [signs] on their
butts - kick me or something like that.
No one needs it [their arrogance]
[Can this characteristic relate to adult
students?]
Karla: Adult students who are going
back to learn again can benefit from
when they were a child [experiences].
That support for me as a child wasn't
there.
Sometimes when I come to school
now as an adult and think back, that if I
had thought about it more clearly and
stuck to it more when I was younger....
If there is something wrong in the home
then the child will not be able to function
right in school. It comes from home. It is
never >o late to learn, but it is best to get
it while you are young. It is never too
late.
Like now I go to the adult learning
class and everybody is equal - cause
everybody understands everybody.
[Solidarity?]
Sam: Yeah, kind of like that
Karla: It sends an electricity through my
system and I feel good. When I don't
attend class I hurt myself more. It is not
being done purposely. We all have to
study more to leant
Sam: You know the teachers in there are
pretty nice too. They are real different,
they are easy going. They are not, you
know, ... sometimes teachers have that
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tittle [chip on their shoulder]. It seems
like, yes a chip on the shoulder - arro-
gance. 'Tm better than you because I'm
teaching you." These people [in this
adult program] are like one of you.
additional dialoouis
For the sake of space, only the dia-
logues between the participants foUows
from other discussions. Again these
critical dialogues are in the participants'
own words. Both participants were
involved in the editing process. They
were offered the opportunity to "edit
our any comments that they were
uncomfortable with.
COMPONENT 4 -
RESISTANCE & PERSISTENCE
IN ADULT EDUCATION
[Why do some adults come back and others
don't?]
Karla: Some adults need to. It took me a
while to find a program. This program is
right for me. The
__i
program
wasn't. It was self work
- you worked on
your own. It just wasn't there for me.
I've been there twice. Then I went to
another program that wasn't for me.
This program is excellent. I like it.
From this one I achieved a little bit more.
Some of them feel it is too late or they
are too old. Some of them just don't care.
"Why should I learn how to read. What
am I going to benefit from it.
Sam: Because they have kids - barriers -
a wife, a job. [are kids a barrier?] No, but
in this day and age you might need two
jobs. Something has got to be done with
those kids. You do not want a stranger
down there. Do you know what I am
Like now I go
to the adult
learning class and
everybody is equal
- cause everybody
understands
everybody.
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I had kids and
they told me
that I was more
important than
my children,
and that is a lie.
Your education is
important and not
your children?
She told me that.
That is what she
told me.
^ying? I don't think it is a barrier, you
have to do what you have to do. School-
ing is out there some place. If you can do
it, you can do it. [some things are more
important than school] Yeah, putting
clothes on the kids. They are your kids,
you had them. If you didn't want them
you wouldn't have them. I remember
when I was growing up we had a wise
mouth and would say, what do you
think you own us? When you get older
you start to think, maybe they could
own you
- just a tiny little bit.
Karla: Some people can't make it be-
cause they simply don't know how to
take the bus. There are some that can't
read at all so it looks different, especially
if you come from a different country. But
I came from [USA]. It is just
that the words look different to me. I
couldn't articulate it [the problem], but
now I can.
[What about inside barriers
- psychological
and emotional stuff?]
Sam: Attitude, probably.
Karla: Self conscious and self confidence.
They have to have enough confidence in
themselves. Some have a handicap and
they7 re afraid of that too. They are
embarrassed.
Sam: [Some] They are bullheaded.
Karla: Some just lay in bed all day and
feel comfortable doing that - no job, no
life, no nothing. Why interfere and go to
school and get an education.
[Developing persistence in Adult Education
programs]
Sam: Keep on coming!
Karla: Try not to miss and if you do,
study at home - study more at home.
When you study more at home it helps.
It goes a long way.
[Critical vocabulary words]
Karla: Criticize - Some people come here
and they are not employed. They are on
AFDC or Social Security and others
work. They [some of those who work)
seem to think that they are more better
than you. Anyone can feel the tension. It
exists. It happens.
Sam: Some of them are just mean.
[ What about other programs ? ]
Karla: I dropped out of the
program and went back to the
.
program. I had kids and they told me
that I was more important than my
children, and that is a lie. Your educa-
tion is important and not your children?
She told me that. That is what she told
me.
Sam: You are important too, though.
Karla: I am, but I had those kids. They
didn't ask to come here. If I have to drop
out, which I do not want to.... if I feel
that I have to drop out I will drop out.
They are probably saying, she wants to
drop out and lay up.
[If the problem is the program, how do they
need to change?]
Karla: Some of the programs really need
to stick to the level. "Well we don't have
this here for you, but we have got it for
Maria who comes from Puerto Rico." I
was in a program, it really made me mad
when I realized that she was in a level
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that I should b6 at. They had me doing
math and she was reading. I said why
are you reading? I'm reading so I can
leam how to speak better English. It was
the same level I should have been at. The
only thing is that she is in it for a differ-
ent reason. I'm in it because I need to
leam [to read]. There are some people
who don't know how to be a teacher. If
you are not getting it, it makes a lot of
difference. It is not fair to you. Who
wants to come into class everyday -
adding? Do you know what I'm saying?
I want to read. The most important thing
to me is reading. They should try to
meet everybody's goals [needs].
Sam: Boy, you are really a very angry
women.
Karla: program should be
mainly for people who want their GED.
They are a little bit unorganized. That is
a waste of funding. It is not set up right
and program is. It offers a lot for
everybody's level.
Sam; They [ program teachers]
are laid back too. Their nose "ain't" up
in the air. Teachers should be less
uppity.
Karla: The program I was in, they were
truly uppity.
[How else should programs change?
J
Sam: Programs got to do their own
things.
Karla: I don't think they should promote
someone that they know is not ready for
it. That is wrong and unfair.
Sam: It is a time bracket too. When the
government is funding it there is always
a time bracket. Like 48 weeks or 24
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weeks or 30 weeks or something like
that.
Karla: Even though the government is
funding it, it is still unfair to us.
There is a time bracket and that is
true, but they should be open enough to
let us know that this is not for you. That
there are other programs. If they are that
concerned, but some of them are not.
I found out about this program
through the program - through a
student. Then my husband came in and
found out about it. He brought me here
and got me involved. He was looking for
programs for me. He asked around. We
were both looking.
The program is strictly self-
dependent, you have to do it on your
own. The teachers can not help you as
much either. They make you take a test. I
took a test. I don't even know what the
hell I marked off. I could have been
marking off something and [then] they
come and pick me up and wrap me up
in padding and beat me up. That is
unfair. Sometimes the government
"sticks it" to you.
It is there to help you. It is just that the
helpers that they have need help them-
selves. They do. When I was going, this
women was a college something and she
was all into herself.
Sam: Well that is college. They are
"profethers" [poking fun at elitisml. As
soon as you get to be a "profether" ha,
ha, ha.
Karla: So I left. They were really uppity.
Sam and Karla - Barriers: Transporta-
tion, knowing how to get there, finding
out if there are programs for you and
your children, finding the right pro-
gram, self doubt, respecting authority of
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teachers, sometimes depression, fear,
peer pressure and courage.
[What can students do themselves in order to
develop persistence?]
Feel proud about
what you have
achieved. Feel
proud about
pushing yourself.
When you push
yourself and once
you get it you can
feel proud about
it.
Sam: Study!
Karla: Stick to it - study. Be persistent
about asking about programs. Be persis-
tent about getting involved in programs.
Be persistent about getting there. Be
persistent about finding out what pro-
grams your kids can get involved in
while you are at the program. Be persis-
tent in knowing everything. Ask the
teachers questions. Ask the students.
Sam: Get tokens, get a license and try to
get a descent car. If you don't have the
money try to borrow somebody's car or
go for a walk
Karla: Find out the location and make
sure it is not rough. Be persistent about
getting there. Be on your toes.
[Let teachers know how they learn best and
how they feel about learning.]
Karla: Yes it is important because if you
don't say anything you will be in the
same level you are in. It is important so
you can reach the level you want to
reach.
Sam: Well if the teachers are ok with it
Some teachers don't like that.
[Make school a priority]
Karla: Especially if you are not working.
Those who do not have a job, that can be
a priority. It can be second priority if you
have children.
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[Make sacrifices!
Karla: You got to take that time to sit
down and study.
[ Waif for the learning to grab you ?
]
Karla: No, never wait for anything to
grab you, you grab it! Cause if you wait
for someone to come and give you
something... That is like waiting here
arid Sam will bring a teacher by for me.
Never wait and be persistent
[Feeling proud?]
Karla: Feel proud about what you have
achieved. Feel proud about pushing
yourself. When you push yourself and
once you get it you can feel proud about
it. [Is that the same as chip on the shoul-
der?]
Sam: No I don't think so. Chip on the
shoulder, you think you are something.
Proud is you feel good. Chip is outside.
[Open up]
Sam: I don't know about that. Open up a
bit. Maybe a little bit, but not a lot.
Karla: To me it means to be more open
about yourself. Why you are in the
program. Open up more about your lack
of reading.
Sam: That is alright, but I wouldn't ... I
don't trust people. I know. I got
"screwed" too many times.
Karla: I have a problem with trusting
people - even trusting my spouse.
Sam: People in particular. Some people,
they are all hypocrites.
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Karla: I'm not really ready to let my
guard down. I'm not ready to let some-
one come in and help me too much. I am
independent. Sometimes it is alright to
let someone help and not be so indepen-
dent. But when I feel that, that person is
helping too much and taking away my
independence I get scared, panicky,
defensive.
[Keep a dream
]
Sam: Well whatever you want to be.
Keep the spirit.
COMPONENT 5 - PERSISTENCE &
MANAGING YOUR OWN WORK
[Besides yourself, who else can help you
develop persistence? How?]
Karla: Teachers. By asking you if you
took out a book to read or did you study
at home. Find out! And if it is not being
done, be more persistent about it
Sam: Your wife, spouse, mother and
father.
Karla: My son helps me. He says ma, are
you going to read a book today? Some-
times I say no. He says why not? What
are you doing? I'm usually watching TV
when I should be reading a book or
practicing on the computer. I forget
words a lot. I forget what I'm writing
and I forget how to spell. It is usually the
same words. I ask my son to spell for
me. He says you are still asking me the
same words. He says to think about it
So I have to really get into what I'm
doing. I need to do that.
Sam: Give you a good kick in the butt
and say get going. [Is that helpful?] Oh I
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think it is. The kick would hurt a little
bit. Why don't you just unplug the TV
and read?
Karla: I don't have to unplug it. I just
assign myself a seat at the table.
[What about self-directed learning?]
Sam: You have to make it to the class.
You have to be in the class before you do
anything "anyways". You have to get in
the class and learn.
Karla: It means doing your own work.
You are going to a class and managing
your own work. You are doing that
assignment that they are giving you. It
can be math, it can be science, it can be
about words or compound words,
writing a letter. It could be adding k
subtracting. But it is a program you
enter into and you are doing it on your
own.
[Is there a connection between persistence
and Self-directed learning ?]
Sam: Yeah, persistence going to class.
You want to learn. Keep on coming to
class. Make the class interesting. Yeah,
keep people off [on their toes] their feet.
It gets boring just sitting there for a few
hours at a time - off balance, give them
things to do so they don't get bored.
Karla: It [persistence] is motivating you
to be more independent. You are learn-
ing how to be more independent.
There are games they can play, even
with adults they can play games. Games
to help our minds think more and get
that energy up - motivate our brains.
Give us ideas.
[Have good teachers ? ]
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Karla: In the adult literacy programs
there are good teachers. That about sums
it up for me. They know what they are
doing. They interview the right people.
[Do they ever ask the students opinions
when hiring new teachers?] No, some
programs do and they should do it at all
programs. If they were to do it here... I
think I speak for all of us. We can all say
that we have good teachers here. They
make us feel comfortable. I don't feel
uneasy.
[Is talking important?]
Sam: Communication!
Karla: The teachers talking to the stu-
dents individually and finding out what
are their goals. What do they want to do
and what they are there for?
They communicate with the students.
You are not there like a number. We are
not just there to them. The government
funds it and they are doing the right
thing.
[A student once told me, "this is our turf;
students can tell if the program cares - how
can you tell?]
We all help each
other sometimes.
If the teacher is
somewhere else
we just ask the
others students.
Teamwork!
Sam: Well they just "flip you off', like
[programs that don't care]. It is like if
they say four words to you and walk
away from you or they just don't care
about your grade They give you an (F)
no matter what you do. They give you
whatever they want to give you even if it
is below what you think you should
have got.
[How about a pat on the back for coming
back to school?]
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Karla: Yes, for coming to school.
Sam: You are supposed to come to
school "anyways", Karla?
Karla: Wait a minute, Sam! They should
pat on the back, but give you a little
something, not an award. But if they
have perfect attendance or something
like that, a gift certificate or something
like that. It will set an example for the
ones who don't.
Sam: Maybe the ones who don't come in
don't want to be there.
Karla: Not necessarily, Sam. There are
thousands of problems in some peoples
lives. Sometimes there are things like-
health-wise, then there are children and
then there are doctors and sickness.
Somebody could be taking care of a
mother - running errands for that per-
son.
Sam: Did you ever hear of tutors?
[Students need to be treated like everyone
else]
Sam: They should. You got like, you
come in and maybe he doesn't know
how to do something yet.
Karla: We all help each other sometimes.
If the teacher is somewhere else we just
ask the others students. Teamwork!
[Show students progress?]
Karla: We have goals we want to...
[achieve]. Here they don't give tests.
Here they take you and say like. .. Give
you some pointers. They don't [give
tests]. They would if you asked. I won-
der if they need to do that? I would like
to [have a test].
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Sam: Some people get nervous. My
hands use to shake. They tell you, you
are going to have a test this Friday. I just
couldn't do it. I'd do the questions and
as soon as the test finished I forgot.
Karla: I got frustrated because the words
just .... they look so much alike to me as
an adult. I was given a lot of tests that I
didn't pass.
[What can others learners do to help there
classmates develop persistence ?]
Sam: See what the program is all about
and all that.
Karla: Tell them. We do! We tell the
students about the program - the differ-
ent areas and the different times. There
are options, there is math, there is
reading time. Options is when you play
games and usually it is a learning game.
Well yes, the students, the students
are nice, real nice to each other.
Sam: They don't rank on anybody. We
are grownups, you can't do that
[What can family and friends do to help
students develop persistence ?]
Sam: They can give you less grief. Like if
you are married or have kids your
spouse will take care of them while you
are doing your homework.
Karla: It is going to cause extra work.
That means you are going to have to
figure out when to cook supper, when to
set that table and have supper.
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If you are single it is a matter of you
making time for yourself.
Sam: Let the kids do it.
Karla: Yeah, teamwork! Then after that
you have got time to study.
Sam: You can do it in between soap
operas.
Karla: You can do it in-between cooking
too.
[Karla, before you talked about managing
your own work.]
Karla: 1 . Knowing what you need, 2.
Developing strategies to get their goals.
Sam: 3. Choose materials to help you. 4.
You should know enough about yourself
and what kind of learning strategies or
the different ways to solve problems that
work best for you.
Karla: 5. Evaluating your own learning.
[Are persistence and managing your own
work connected?]
Sam: Yes they are. I think so. Sure. Yeah.
Like um....
Karla: Like getting yourself to the
program - involving yourself in the
classes, in options and all kinds of
things. Finding out other choices. Just
being persistent and asking the teachers
for more work and help.
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CONCLUSION/RfPUCTlONS
I need to next conduct an additional
field-test(s), based partially on recom-
mended changes from the participants in
the initial field-test. The most significant
change will be to increase the size of the
group, modify some dyad activities,
using some of the critical dialogues from
the first trial run as readings in the next
field-test, and improve the group editing
process in developing their own critical
dialogues, by putting an emphasis on it
being more of a participatory activity,
rather than simply a task that needs to
be completed.
Three months after completing each
trial run I will return to the field-test site
in order to determine if there had been
any continued movement on the part of
the participants towards becoming self-
directed and whether or not this "stuff'
stuck.
WHAT HAVI I UAANID UNCI CONDUCTING
THI FIRST FIILD-T1ST
Prior to starting the program I gave
both participants a pretest I also gave
them the same test again at the end of
the program. It will also be given again
three months after the end of the pro-
gram— along with an interview— and
used to form part of the basis of an
interview guide.
After each workshop I listened to the
tape and then filled out an observation
sheet. It was basically a scaled checklist
of indicators (30) that I developed. It was
mostly based on the intended learning
outcomes of the program and one
unintended learning outcome that I
became aware of after the second com-
ponent
To be brief, Karla initially indicated
that she blamed herself because she had
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to return to school as an adult, was
ashamed to be back in school as an adult
and was incapable of doing academic
work on her own. According to her post-
test results, Karla indicated that she has
stopped blaming herself, is not ashamed
to be back in school as an adult and
sometimes feel capable of doing aca-
demic work on her own. In all she has
developed a more positive self-concept.
My own observations were in agree-
ment with what Karla had indicated on
the post test. It was also clear that she
recognized and gave herself credit for
overcoming many barriers in returning
to schooL (The pre-post test of this
particular ILO was faulty and needs to
be redesigned.)
Sam on the other hand had finished
high school and did not have as negative
a self-concept of himself as Karla before
starting the program. There was still
some indication of positive movement in
the right direction.
My own observational checklist
indicated a little more. But for Sam the
biggest improvement area may have
come about as a result of what he
learned by being in the same group with
Karla. Developing more of a sense of
critical awareness became an unintended
learning outcome during the second
component of the program. Over the
course of the next five workshops Sam
appeared to be developing more of a
sense of critical awareness. Some of the
indicators of this were that the partici-
pants were:
1. Verbally critiquing the educational
system
2. Breaking through apathy
3. Developing an awareness of the
causes of problems
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4. Recognizing that change comes from
the bottom
5. Planning to or getting more actively
involved in activities that
propose to bring about change
From reading the critical dialogues, it
was apparent that Karla had a keen
sense of critical awareness. Sam was
more "laid back" and willing to give the
system time to work. By the end of the
program he was developing more
critical awareness.
This is only an evaluation research
project. I'm certainly not going to at-
tempt to generalize from two partici-
pants. But it did help these learners and I
did learn from them.
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Canter for International Education
285 Hills House Souls
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Amherst, MA 01 003
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APPENDIX F
WRITTEN CONSENT FORM
Bottoms Up: An Alternative Self-Directed Readiness
Training Program for Adult Education Students
Researcher: Don Robishaw, Doctoral Candidate in
International
Development Education at the Center for International
Education, School of Education, University of Massachusetts
I. Proposal:
The primary purpose of this study is to field test a “self-
direction readiness” training program that allows adult learners the
space to self-reflect upon their past experiences with schooling,
reflect upon the educational system, participate in a discussion with
their classmates in an Adult Education program, to deconstruct their
own experiences and to move towards becoming self-directed. This
program helps prepare learners to become self-directed.
II. Procedures:
A small group discussion format with about eight participants
will meet for about 10-14 hours. There will be about seven
components to the program. Each component will be audio taped and
these tapes will be transcribed for the purpose of refining the
training program for the next field test and to serve as the
foundation for my dissertation.
III. Risks/Rights:
As a participant in this project you have a right to be aware of
any risks involved. As a participant in the research project the
researcher respects your right to anonymity. It is important for you
to realize that anonymity can not always be guaranteed. As a
researcher I will do as much as I can and take the necessary steps in
order to maintain this. At no point will your name be revealed to
anyone by the researcher. In my writing I will use a pseudonym if I
refer to any individuals if you so choose.
As a participant in this project you have the right to review all
materials. A dissertation will be composed by the researcher and
some of the data from each field test will be integrated with data
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from other field tests. As a participant in this project you have the
right to withdraw from the project at anytime. You also have the
right to withdraw your consent to have specific sections from the
group discussions used in written materials or in any oral
presentations at anytime.
IV. Benefits:
You will be given a copy of the transcripts, tapes and report
upon request.
V. Dissemination of Results:
In addition to what is stated in item number II. & III., some of
the data collected in this project may also appear in professional
journals and presentations to other educators. If the results from this
study are to be disseminated in any other way an effort will be made
to get your permission.
VI. Participation:
It is important to understand that as a participant you have the
right to participate or not to participate without any prejudice. By
signing below you release me of any financial obligations. The
investigator will attempt to answer all questions to the best of his
ability. I have read and understood this document and agree to
participate in this study.
Signature of Subject: Date:
Signature of Researcher: Date:
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